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ABSTRACf 
PUPll.. MISBEHAVIOUR IN SECONDARY SCHOOL PHYSICAL EDUCATION 
LESSONS 
The area of study grew out of the author's experiences during her practica in 
Warwickshire and Coventry schools, and from her concerns as a pre-service teacher 
about class control, pupils' responses to her reprimands and the pupils' subsequent 
behaviour. 
The purpose of the study was to investigate the nature and extent of pupil 
misbehaviour incidents in secondary school mixed-sex physical education lessons, 
and the responses of experienced male and female physical education teachers to 
those incidents. Ten schools were randomly selected from forty-five co-educational 
secondary schools within a twenty-five mile radius of an East Midlands University. 
Coders, working in pairs and trained in the data-collecting procedures, observed 119 
mixed-sex physical education lessons in fourteen activities, and they recorded 593 
pupil misbehaviour incidents. The number of intact classes observed. in each school 
ranged from ten to fourteen with the length of the lesson ranging from twenty-five to 
seventy minutes and the class size ranging from sixteen to thirty-one pupils. The 
number of teachers involved in each school varied from two to four and, of the 
observed lessons, sixty-two were taught by male teachers and fifty-seven by female 
teachers. 
The majority of pupil misbehaviour incidents occurred during teachers' 
instructions and generally involved one pupil or a group of pupils, although a ripple 
effect was sometime evident. Although they usually involved one pupil or a group of 
pupils, a greater number of pupils were affected by the incidents. The incidents were 
mainly teacher-owned and the teachers usually dealt with them in fifteen seconds or 
less. There was no significant difference in the frequency of pupil misbehaviour 
incidents between morning and afternoon classes but males committed significantly 
more misbehaviour incidents. 
The teachers' responses were mainly verbal with the vast majority being made 
in public and in a controlled and fummanner. The teachers' focus was on the pupils' 
behaviour, and, in taking a fmal action against misbehaving pupils, teachers tended to 
allow them to remain in the class. Male teachers had more disruption between pupils 
but less attentional incidents than female teachers, and in their responses to pupil 
misbehaviour incidents they were less verbal, more private and more controlled and 
firm. 
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CHAPTER} 
INTRODUCTION 
1.01 GENERAL INTRODUcnON TO THE PROBLEM AND STUDY 
OBJECTIVES 
The area of study grew out of the author's experiences during her practica in 
Warwickshire and Coventry schools, and from her concerns as a pre-service teacher 
about class control, pupils' responses to her reprimands and the pupils' subsequent 
behaviour. For example. the author experienced different class responses to similar 
teacher reprimands; one class responded in a positive manner when reprimanded 
about talking during class instruction, whereas another class had to be given further 
reprimands. The author also found that pupil misbehaviour incident rates and the sex 
of the offenders varied in mixed-sex classes according to the activity undertaken. 
More misbehaviour incidents appeared to be commined in dance than in games 
activities and. in the former, a higher proportion of the incidents seemed to be 
commined by males whereas both males and females seemed to be offenders in the 
latter. In addition. the time of day appeared to influence the number of misbehaviour 
incidents; for instance, pupils seemed less attentive towards the end of the day and 
later on in the week. The former point was supported by research conducted by 
Sylwester and Cho (1993), and the laner point from research carried out by Lawrence, 
Steed and Young (1984). The author also noted that she often had more 
misbehaviour incidents in mixed-sex classes than in single-sex ones. It is also 
possible. with differences already noted between the teaching behaviours of male and 
female physical education teachers (Varstala, Paukku and Telama, 1983), that male 
and female teachers may respond differently to mixed-sex situations. 
The misbehaviour of pupils has been a major worry of experienced teachers, 
principals and parents for as long as schools have existed (Cairns, 1978). Therefore, 
it is not surprising that classroom discipline was the most seriously perceived problem 
of beginning teachers (Veenman, 1984) and that student non-compliance was 
regarded by pre-service teachers as a non-success element of their teaching (Byra, 
1991). 
Much research has been done on suggesting ways of dealing with discipline problems 
(Brophy, 1987; Siedentop. Herkowitz and Rink. 1984) and discipline strategies have 
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included selective ignoring. overlapping. positive pinpointing. warnings. loss of 
points. reward schemes. time out. isolation. detention and suspension (Graham. 
1992). However. there has been very little research evidence to show how effective 
teachers respond to the misconduct of pupils in particular situations in physical 
education lessons. and whether they use the strategies outlined in the literature. In 
addition. there is limited information on the timing. length and frequency of the 
misbehaviour episodes. the number of pupils involved, the number of pupils affected, 
the ownership of the problem and the number of incidents unseen by the teachers. 
Based on her experience. and the limited research data in the area, the author decided 
to investigate the nature and extent of pupil misbehaviour incidents in secondary 
school mixed-sex physical education lessons and the responses of experienced male 
and female physical education teachers to those incidents (Table 1.01). 
The author was very aware that the collection of data for pupil misbehaviour episodes 
can present the researcher with problems. as teachers. however experienced. may feel 
very uncomfortable about being observed in such sensitive situations. Teachers who 
fail in their control and discipline of classes while being observed may feel 
embarrassed. and they may feel that they have lost professional credibiliry. 
Therefore. the researcher would not only have to ensure that the procedures in the 
research design included obtaining the teachers' consent but also that the teachers' 
names would be erased from the observation sheets. It would also be very important 
for the observer to be as unobtrusive as possible in collecting the data in order to gain 
the confidence of teachers and to avoid putting them under pressure. 
TABLE 1.01 STUDY OBJECTIVES 
1. 2. 
GENERAL OBJECI1VE GENERAL OBJECITVE 
To investigate the nature and extent of To investigate the responses of 
pupil misbehaviour incidents in experienced male and female physical 
secondary school mixed-sex physical education teachers to pupil 
education lessons misbehaviour incidents in secondary 
school mixed-sex physical education 
lessons. 
2 
SPECIFIC OBJECITVES SPECIFIC OBJECTIVES 
1.1 To examine the situation and the 2.1 To examine the ways experienced 
number of pupils involved in and male and female physical education 
affected by pupil misbehaviour teachers communicate their responses to 
incidents in secondary school mixed- pupil misbehaviour incidents in 
sex physical education lessons. secondary school mixed-sex physical 
education lessons. 
1.2 To examine the ownership and the 2.2 To examine the situation and the 
duration of pupil misbehaviour manner in which experienced male and 
incidents in secondary school mixed- female physical education teachers 
sex physical education lessons. respond to pupil misbehaviour incidents 
in secondary school mixed-sex physical 
education lessons. 
1.3 To examine the types of pupil 2.3 To examine the focus of 
misbehaviour incidents in secondary experienced male and female physical 
school mixed-sex physical education education teachers' responses to pupil 
lessons. misbehaviour incidents in secondary 
school mixed-sex physical education 
lessons. 
2.4 To examine the final action taken 
1.4 To examine the number of pupil by experienced male and female 
misbehaviour incidents occurring in physical education teachers to pupil 
morning and afternoon classes and the misbehaviour incidents in secondary 
number committed by males and by school mixed-sex physical education 
females in mixed-sex physical lessons. 
education lessons. 
2.5 To examine for differences between 
experienced male and female physical 
education teachers in the types of pupil 
misbehaviours incidents and their 
responses to these incidents in 
secondary school mixed-sex physical 
education lessons. 
3 
NULL HYPOTIlESIS NULL HYPOTHESIS 
1.41 There will be no significant 2.51 There will be no significant 
difference in the number of pupil difference in the types of pupil 
misbehaviour incidents per lesson misbehaviour incidents in secondary 
between morning and afternoon classes school mixed-sex physical education 
in secondary school mixed-sex physical lessons between lessons taken by 
education lessons. experienced male and female physical 
education teachers. 
1.42 There will be no significant 2.52 There will be no significant 
difference in the number of pupil difference between the experienced 
misbehaviour incidents per lessons male and female physical education 
committed by males and by females in teachers' reponses to pupil 
secondary school mixed-sex physical misbehaviour incidents in secondary 
education lessons. school mixed-sex physical education 
lessons. 
1.02 THESIS STRUcruRE 
This thesis is divided up into six chapters. Chapter One is an introduction to the 
problem being investigated, specific statements of objectives and hypotheses and a 
definition of terms. 
Chapter Two is a review of the literature concerning the misbehaviour of pupils and 
the teachers' responses to such behaviour. The first part of the review examined by 
the author contains definitions of a behaviour problem and the influences that have a 
bearing on behaviour in the classroom. The author continues by focusing on teacher 
effectiveness, pre-service, beginning and experienced teachers' concerns, the time 
when incidents occur, male and female physical education teachers and mixed-sex 
physical education lessons. In the third pan of the review the author gives an insight 
into the management, complexity and organization of classrooms, and the general 
strategies of classroom management, and finally she looks closely at pupil 
misbehaviours in physical education lessons and the teachers' reactions and strategies. 
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Chapter Three looks at the history of observation techniques in general and at the 
traditional and present techniques used in physical education. There is then a 
description of the methodology used in the investigation. Details of the observation 
instrument and the pupil misbehaviour incident recording form are given, as are 
limitations to the instrument, the training of the observers, the piloting and pre-testing 
arrangements and the letter of transmittal. Fmally, the validity and reliability of the 
instrument were analysed. The observation procedures ensured that the trained 
person following specific guidelines was able to observe and record events with the 
assurance that others viewing the same event would agree with the recorded data 
(Darst, Mancini and Zakrajsek, 1983). Although systematic observation is a very 
popular method of collecting data it does have limitations in that it concentrates only 
on observable events and behaviours, and it produces only descriptive observation. 
However, it is accepted that this method of collecting data has played a major role in 
the study of teacher and pupil behaviours, and it is regarded as an acceptable method 
of empirical research (Van der Mars, 1989). 
In Chapter Four the findings pertinent to each objective and hypothesis are presented. 
Descriptive and inferential statistics (Borg and Gall, 1983) and a content analysis 
technique (Holsti, 1968) are used to analyse the data, and the results are displayed in 
the form of figures and tables. 
In Chapter Five the results are examined in the context of previous research and 
Chapter Six is comprised of the study summary, conclusions, implications and 
recommendations for further development in the research area 
1.03 DEFINITION OF TERMS 
Pupil misbehaviour 
In the present study an incident is only recorded as an incident when the teacher sees 
the problem. 
Teacher response 
This is defined as how a teacher reacts to a pupil misbehaviour incident. 
5 
Experienced teacher 
An experienced teacher is a teacher who has been in the profession for five years or 
more (Doyle, cited in Huling-Austin, 1992). 
6 
CHAPTER 2 
REVIEW OF LITERATURE 
2.01 INTRODUCTION 
Misbehaviour of pupils in the educational setting has been a major concern not only 
of pre-service teachers but of experienced teachers, principals and parents for as long 
as schools have existed (Borko, Lalik and Tomchin, 1987; Gallup, 1984,1986; 
Tenoschok, 1985; Veenman, 1984). Reports indicate that the average class is 
disruptive enough to have significantly impaired student progress (Vogler and 
Bishop, 1990). Publications on control and discipline are common in educational 
literature (Graham, 1992; Henkel, 1989; Tenoschok, 1985) with much of the research 
focused on ways of , dealing with discipline problems (Brophy, 1987; Leach and 
Raybould, 1977). However, there is very little research data on how effective 
teachers respond specifically to the misconduct of pupils in panicular situations 
(Reynolds, 1992). 
2.02 DEFINfI10NS OF A MISBEHAVIOUR PROBLEM 
A behaviour problem can be defined either as the "behaviour of a pupil that causes 
problems in the classroom" (Cairns, 1987, p.447) or as a deviation in behaviour from 
that which is the norm (Ojemann, 1960). The problem can be associated with 
morality, reaction to authority, aggressive personality behaviours and classroom 
work-related behaviours. Stealing another pupil's kit. using obscene language in 
response to a teacher's decision. inflicting injury on the games field or disrupting 
other pupils are examples of such behaviour problems. However, the concept of a 
behaviour problem is more complex than such common-sense definitions. With any 
behaviour problem, the age and sex of the pupil (Cairns. 1987) and the ownership of 
the problem (Gordon. 1974) need to be considered. Research undertaken by Muno 
and Johnstone (1990) concluded that, in general. primary school pupils accepted 
school rules as a necessary part of life. whereas Cairns (1987) found that adolescents 
tended to exhibit behaviours that were at odds with the school or class rules and 
norms and "it was a way to demonstrate peer control and solidarity" (Cairns, 1987. 
p.451). There have also been consistent findings illustrating sex differences in 
problem behaviour (Bank. 1987) and in teachers' expectations of boys and girls 
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(Hargreaves. Hester and MelIor. 1975); boys are more likely to show boisterous 
behaviour. receive a greater number of reprimands than girls (Cairns. 1987) as well as 
receiving differential punishment accentuated and maintained by teachers' 
expectations (Nash. 1973). The way teachers respond to a misbehaviour problem 
depends upon whether the pupil frustrates the teacher's needs (teacher owned). 
whether the pupil's needs are frustrated by events or people other than the teacher 
(pupil owned) or whether the teacher and the pupil frustrate each other's needs 
(shared) (Brophy and Rohrkemper. 1981); with teacher owned problems the teacher's 
responses were more severe than with the two other ownership categories. 
Even when 'unacceptable behaviour' is defined there is "no objective way of 
identifying with accuracy which pupils come within the definition" (Docking. 1987. 
p.13). Another difficulty is that behaviour problems are situationally specific as a 
pupil's behaviour will vary according to where the pupil is and who the pupil is with 
(Mitchell and Shepherd. 1966). For example. the behaviour may vary according to 
the location of the physical education lesson and the pupil groupings in competitive 
situations (Hardy. 1992). 
Correlational research relating behaviour patterns to specific factors does not 
necessarily show evidence of a causal relationship. For example. the relationship 
found between watching violence on television with committing violent acts (Belson. 
1978; Halloran. Brown and Chaney 1970) could be conversely interpreted in that it is 
a propensity to be violent that makes some people watch violent films (Marsh. 1979). 
Theories to explain unacceptable behaviour have been put forward by researchers but 
no one theory provides a complete answer. For example. the psychodynamic theory 
(Bowlby. 1953) suggests an instability emanating from within the child, whereas the 
social learning theory finds the cause of pupil misbehaviour the result of modelling an 
observed behaviour (Bandura, 1977). 
What constitutes a behaviour problem in school can vary over time, from culture to 
culture. from school to school and from teacher to teacher. Today. lateness to school 
is not treated as severely as it was in the nineteenth century when it may have been a 
caning offence. In some schools in England it is quite acceptable to call teachers by 
their christian names (Sharman. 1992) whereas it would be considered outrageous 
behaviour in Japan where titles and deference are important Schools as well as 
teachers will have different standards and "different degrees of tolerance as far as 
children's behaviour is concerned. and what is a significant problem to one may be 
8 
acceptable conduct to another." (Chazan and Laing. 1982. p.79). Therefore to 
understand the problem, all parties to classroom deviance and the system that labels 
such behaviours as 'problems' must be analysed. Rather than searching for 
personality defects in the misbehaving child, this analysis is concerned with some of 
the following questions. 'Who makes the rules?' 'How are they fonnulated?' 'Do 
some teachers and children view the rules in different ways?', and 'Are some rules 
seen as illegitimate by some teachers and some pupils?' Thus. it can be seen that this 
focus can lead to a very different interpretation of what constitutes a behaviour 
problem. 
2.02.1 Summary 
The definition of a misbehaviour problem may initially seem simple but a closer look 
reveals that such problems are more complex than commonsense definitions (Cairns, 
1987). Researchers. using their own definitions. indicate that there are differences in 
behaviour between sexes (Bank. 1987), in teachers' expectations of boys and girls 
(Hargreaves et al .• 1975) and in the way teachers punish pupils (Nash, 1973). 
Indeed it is very difficult to lay down a rigid definition of a behaviour problem and to 
identify which pupils come within the definition, as what constitutes a behaviour 
problem can vary over time. from culture to culture. between schools and among 
teachers. Therefore. to understand the problem, researchers must look at the 
circumstances surrounding the incident and at all parties involved in the event. 
2.03 INFLUENCES ON PUPILBEHA VIOUR 
An examination of the range of influences may facilitate better understanding of 
behaviour problems. Numerous studies have linked early childhood experiences with 
misbehaviour at school (Bowlby. 1953; Hinde and Tarnplin, 1983; Jenkins. 1973; 
Rutter, 1981). Of all the factors associated with behaviour problems it is the 
'psychopathic child syndrome' that is considered to have long lasting effects. Bowlby 
attributed this aggressive and anti-social behaviour to 'maternal deprivation' where the 
child is unable to form an intimate and continuous bend with the mother and is unable 
to find satisfaction and enjoyment. Rutter (1981) modified Bowlby's work in that he 
felt that the crucial variable for preventing anti-social behaviour. the bond, does not 
have to be with a female, or even with an adult. but it can be developed with family 
members (other than the mother). a teacher or other figures important in children's 
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lives. He also emphasizes the need to carry on this bond development throughout 
infancy and adolescence in order to aid children's emotional development as well as 
helping with social and behavioural improvement 
A further influence on a child's behaviour in schools is the home environment. A 
child's attitude towards schooling is developed and nunured firstly by the home and 
then by the community (Schreider, 1960). Information has been documented in the 
past as to the characteristics of home situations of children categorized as "constant 
classroom deviants" (Gnagey, 1970, p. 17); lax discipline by the father, parents being 
hostile to one another, parents resorting to angry physical punishment when the child 
does something wrong, parents believing that other children exert bad influences on 
their children and parents lacking a constructive element in their leisure time. Data 
from large scale studies in Great Britain (Davie, B utIer and Goldstein, 1972; ILEA, 
1986) have provided evidence that children from working class homes are more likely 
to exhibit aggressive behaviour than children from professional or middle class 
backgrounds, and Cloes, Bayard and Pitron (1992) reported that the frequency and 
gravity of class management problems seemed to be higher in low socio-economic 
areas. Also, it was revealed that four out of ten parents believed that their child's 
maladjusttnent was due to the loss of one parent (Davie et al., 1972), although another 
report on disruption in London schools (Mortimore, Davies, Varlaam and West, 
1983) gave evidence to show that children from one-parent families are no more 
likely to be a behaviour problem than those from two-parent families. 
Another major influence on children's behaviour is that of the mass media (Docking, 
1987). A number of studies have shown how young children and adolescents imitate 
aggressive behaviour they see on film and on television (Bandura, Ross and Ross, 
1961; Berkowitz, Parke, Leyens, West and Sebastian, 1978; Kniveton, 1973). 
However, such exposure does not produce anti-social behaviour in everyone. 
Halloran et aJ. (1970) formed the view that delinquents did not watch more television 
violence but took an interest in exciting programmes and tended to rationalize their 
violent acts by reference to television i.e. if people behave violently in films and on 
television then it is all right to do so in real life. In addition, constant watching of the 
television in family life reduces the chances of family talk, playing games and other 
child character building events (Bronfenbrenner, 1976). However, Gunter (1984) 
points out that there is a danger of making television violence a scapegoat, detracting 
from the real underlying problems of society. 
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It is not just the family and the home that influence behaviour but also the school. 
Academic failure, "learned helplessness" (Cairns, 1987, p.449), the teacher and the 
way classroom teaching is structured and presented and school related influences like 
the size of the school can all contribute to behaviour problems. Those pupils who 
have a history of academic failure and are always in low streams may not value 
education and the school experience positively. They may also feel trapped in their 
education and see little signs of progression and present the attitude that they don't 
care about school; such pupils are frequently identified as having behaviour problems 
(Cairns, 1987). A teacher who jumps from one activity to another without a smooth 
transition, presents material in a slow and jerky way and appears to pupils as inept, is 
asking for pupil loss of task involvement and motivation and subsequently pupil 
disruption (Kounin, 1970). A very large, impersonal and regimented school can also 
alienate some pupils, especially those who seek attention and rebel against the order 
imposed; this is more likely to occur in a secondary school than in a primary school. 
With the many influences that can affect pupil behaviour it cannot be expected that 
teachers can effectively deal with every misbehaviour episode in the classroom. 
However, teachers must be prepared to look at their teaching styles and classroom 
organizations in developing curriculum areas so pupils can feel some sense of 
achievement and positive identity (Docking, 1971). 
2.03.1 Summary 
Researchers have noted that pupil behaviour is influenced by both home and school 
factors. These influencing factors begin in early childhood within the home 
environment (Hinde and Tarnplin, 1983; Rutter, 1981) and gradually extend out into 
the community (Schreider, 1960). A former influence may be the lack of the mother-
child bond (Bowlby, 1953) and the latter influence may be peer pressure in the local 
community. In addition, the mass media may also have an influence on pupil 
behaviour, but one must be aware of the complexity of the issues. The school itself is 
also a contributory factor to pupil behaviour; for example inconsistent presentation of 
material by teachers can cause pupils to become demotivated and disruptive (Kounin, 
1970) and pupils may feel alienated in a large, impersonal and regimented school 
(Cairns, 1987). 
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2.04 CONCERNS, PROBLEMS AND rnOUGHTS ABOUT EFFECTIVE 
TEACHING 
2.04.1 Teacher effectiveness 
Early research on teacher effectiveness concentrated on teachers' characteristics rather 
than on teaching behaviour. Cattell (1931) carried out one of the IU'St studies looking 
at characteristics of effective teachers in which a sample of teachers was asked to 
write down the ten most imponant traits of the good, mature teacher, the ten most 
imponant qualities of the good young teacher, and the qualities that normally 
distinguish the young male from the young female teacher. The five most frequently 
reponed characteristics were personality and will, intelligence, sympathy and tact, 
open-mindedness and sense of humour. Research using a questionnaire method of 
enquiry (Brown, 1974; Taylor, Christie and Platts, 1970), identified an ideal science 
teacher as one who not only had enthusiasm for the subject and was up-to-date but 
whose teaching was pupil-centred, goal-directed and who exhibited good-humoured 
discipline. However, although a link has been noted between teacher characteristics 
and discipline problems (Cloes et al., 1992; Myers, Kennedy and Cruickshank, 1979) 
teacher characteristics do not tell us what teachers do in the interactive situation to be 
effective. 
The enormous amount of literature in the 1970's which linked teaching and learning 
processes to achievement outcomes or products (Brophy, 1979; Good, 1979; Medley, 
1979) did not refer to any discipline strategies. The core skills of utilising interactive 
teaching strategies, communicating high expectations, rewarding student 
performance, managing and organizing the classroom and providing maximum 
learning time were seen to be a basis of a research definition of effective teaching 
(Evenson, Hawley and Zlotnik, 1984). In particular, the provision of maximum 
learning time is a concept that has frequently been related to pupil achievement, and 
may also have implications for pupil misbehaviour. 
In the Beginning Teacher Evaluation Study (Fisher, Berliner, Filby, Marliave, Cahen 
and Dishaw, 1980) the amount of time a pupil spends attending to academic tasks 
while perfonning at a high rate of success (academic learning time-ALD is related to 
pupil achievement. Siedentop, Birdwell and Metzler (1979), recognizing the 
importance of the construct AL T in detennining the effectiveness of instruction, 
adapted it for physical education (P.E.) teaching. Subsequently, ALT-PE was defined 
as "the ponion of engaged time in which the pupil is perfonning motor tasks at a low 
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error rate" (Pieron, 1983, p.21). According to Hardy (1993a) the more time pupils 
spent practising, the less time teachers had to spend on the immediate problems of 
managing and controlling pupils. Unfortunately, researchers have shown that most 
pupils in physical education lessons spend less than 30% of class time engaged in 
motor activities and that less than 15% of the engaged time is at an appropriate level 
(Pieron and Haan, 1919; Placek, Silverman, Dodds, Shute and Rife, 1982), although 
more effective teachers provided higher engaged activity time (Carreiro Da Costa and 
Pieron, 1992; Paese, 1986; Phillips and Carlisle, 1983) and organized their classes so 
that there was less waiting time for pupils (Graham, Soares and Harrington, 1983) 
than less effective teachers. The importance of organization to provide a maximum 
academic learning time was reinforced by Arlin (1979) and Prawat (1985); the former 
noted the importance of efficiently moving from one activity to another and the latter 
emphasized the smoothness of the lesson flow. 
2.04.2 Pre-service teachers 
Pre-service teachers' perceptions of teaching are developed prior to entering formal 
professional training, and they are a powerful influence in moulding beginning 
teachers' pedagogical practices (Book, Byers and Freeman, 1983; Tabachnik and 
Zeichner,1984). The key concerns of pre-service teachers are discipline, motivating 
students, content adequacy, relationships with pupils, school environment and 
differences between pupils (Behets, 1990). Fuller (1970) classified concerns into three 
teaching dimensions, pupil concerns about themselves, about the tasks and content 
and about the impact of their teaching on pupil behaviour. Four years later, Fuller, 
Parsons and Watkins (1974) postulated a four phase developmental theory of teacher 
concerns. They believed that prior to their first teaching experience the pre-service 
teacher had no concerns (stage one). Self and survival concerns arose in stage two, 
whereas concerns about the self decreased in stage three and teaching situation 
concerns increased. In the final stage the concern about impact on pupils became 
dominant. From studies tested out among pre-service teachers (Boggess, McBride 
and Griffey, 1985; McBride, 1984; Wendt, 1979; Wendt, Bain and Jackson, 1981) 
using Fuller's developmental theory, it was found that they were able to lower their 
concerns about themselves as individuals, the tasks and even for their impact on 
students' behaviours. However, this is in contrast to Fuller's theory where concerns 
increase after teaching experience. Differences in concerns were found between pre-
service and in-service teachers in that in-service teachers' concerns about self and 
impact were lower (Wendt and Bain, 1989). Pre-service teachers also seem to have 
their own views and indicators of success and non-success; with the former they see 
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student compliance, student enjoyment, student learning and teaching methods as 
important and with the latter, non-compliance of the student. incorrect teaching 
methods and lack of control as significant to non-success (Byra, 1991). In her 
research, Placek (1983) showed that 48% of the sample of pre-service teachers 
attributed success to students liking physical education, 44% to student learning and 
31 % to keeping students busy. Recent evidence suggests that pre-service teachers do 
not associate success or non-success to be "synonymous with studentleaming or lack 
of student learning" (Byra, 1991, p.13). Many researchers repon that pre-service 
teachers are primarily concerned with "keeping students busy, happy and good" 
(Byra, 1991, p.14; Fishburne and Borys, 1986; Housner and Griffey, 1985; Placek, 
1983; Placek and Dodds, 1988), and they do not regard student learning as a major 
criterion of successful teaching (Arrighi and Young, 1987; Byra, 1991). Pre-service 
teachers tend to blame the pupils for misbehaviours, and, in one study where 311 
misbehaviour incidents were recorded, 92% of misbehaviour incidents were attributed 
to the pupils (e.g. boredom 23%, lack of interest 20.3%, personal characteristics 
19.8%) and only 6% were regarded as teacher related (e.g. lack of managerial skills 
2%, deficient planning 1.4%) (Lortie, 1975). 
2.04.3 Beginning teachers 
Veenman (1984), from an international biographic search which yielded eighty-three 
studies, noted that authors reponed classroom discipline as the most seriously 
perceived problem area of beginning teachers. In a comparision of beginning and 
experienced teachers some of the most significant differences were seen in control 
and discipline; it was noted that beginning teachers allowed more disorder to go 
unnoticed compared to the experienced ones (Moskowitz and Hayman, 1974). 
Although beginning teachers were extremely sensitive to student behaviours that 
could disrupt their planned lesson, they were less able to attend to spontaneous 
student responses (Fogarty, Wang and Creek, 1982). It appears that, when expen 
physical educators perceived lessons not going well, they tended to make immediate 
'in-flight' adjustments (Taheri, 1982), whereas beginning teachers made few 'in-flight' 
adjustments because they seemed to lack the ability to determine whether the lesson 
was going well (Sherman, 1983; Taheri, 1982). 
Factors that are thought to influence beginning teachers' discipline problems are false 
expectations about what is going on in the class,personal concerns about teaching and 
a lack of responsibility for their own decisions and actions (Griffin, 1985; Myers et 
aI., 1979). They tend to have fixed views and expectations before entering the 
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classroom or gymnasium about teaching and once entered, experience the shock of 
classroom reality (Huling-Austin, 1992). It is the confronting of the unexpected that 
causes the beginning teacher to feel insecure and anxious, and this subsequently, 
causes failure in dealing with discipline problems (Vittetoe, 1977). Another factor 
that can directly affect beginning teachers' class control is the need to be liked (Fuller 
and Bown, 1975); "If I control my students, they won't like me and if I am nice to 
them they won't respect me" (Fernandez-Balboa, 1990, p.51). Thus, the beginning 
teacher has to decide which approach to take, either to exhibit a 'buddy buddy' manner 
or a strict 'don't smile until Christmas manner' (Fernandez-Balboa, 1988). If the 
beginning teacher takes on the former approach then discipline problems are only 
being encouraged as the student interprets it as the teacher being soft and the pupils 
feel they can do whatever they like. By using the harsher approach this may lead to 
student resentfulness and relationships between the teacher and pupils could become 
difficult. Perhaps a combination of both may work but every teacher is different and 
needs to try out various strategies before a happy medium is obtained (Corrie, 
Haystead and Zuklukiewicz, 1982). Other factors that contribute to beginning 
teachers' discipline problems are the teaching style and instructional routines. 
Beginning teachers who set problem solving exercises were found to have more 
discipline problems than those who set structured tasks (Dann, Cloetta, Muller-
Fohrbrodt and Helmrich, 1978; Lorcher, Mogge and Muller-Fohrbrodt, 1974; Muller-
Fohrbrodt, Cloetta and Dann, 1978). A factor that is important in the control of 
pupils is the consistency of instruction; Leinhardt and Greeno (1986) reported that 
expert teachers had established solid instructional routines, whereas beginning 
teachers had particular difficulty with the control if their routines were erratic. 
2.04.4 Experienced teachers 
Competent and experienced teachers (teachers who had been in the profession for five 
years or more) have positive expressive qualities which include 'withitness' (Kounin, 
1970), rapport, empathy and personal interactions between teacher and student 
(Brophy and Good, 1986; Taylor and Valentine, 1985), and they strive to "understand 
the students to try and create and sustain a learning environment" (Reynolds, 1982, 
p.l1). They are also concerned about the students' enjoyment of physical education, 
their participation in class activities and their misbehaviours (Placek, 1983). 
Competent teachers tended to reflect on their teaching and the student responses in 
order to find out what was successful and what was unsuccessful so they could refine 
their own teaching practices (Porter and Brophy, 1988; Schon, 1987). This is in 
contrast to the pre-service teacher who appeared not to associate success or non-
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success with student learning. In practice, the competent teacher ignores minor 
distractions and instances so as not to interrupt the flow of the lesson (Taylor and 
Valentine, 1985) and disregards irrelevant classroom stimuli while focusing in on the 
relevant (Berliner, 1985). The competent teacher deals with potentially disruptive 
incidents early by using eye contact or short questions or comments to the disruptive 
student or students (Taylor and Valentine, 1985). The teacher will then talk with the 
misbehaving student in private as teachers tend to minimize the risk of confrontation 
and losing face (Brophy, 1987). A pre-service or beginning teacher may not foresee 
the potential conflict situation and try to discipline the pupil in front of the class. 
Thus, we can see that as teachers progress from a pre-service to an experienced 
professional they develop their own particular teaching style and strategies to cope 
and deal with pupil misbehaviour. 
2.04.5 Male and female physical education teachers 
Spackman (1986), in her study of male and female physical education teachers, 
reponed that they "showed a remarkable level of consistency in their selection of 
behaviours regardless of the activity, environment, age range or their own personal 
attributes including their training " (p.137), and that "didactic teaching was the 
preferred teaching method" (p.138). The similarity of teaching patterns in physical 
education lessons between male and female teachers was also noted by Cheffers and 
Mancini (1978). However, some researchers have reponed differences in teacher 
behaviours. Mifsud (1993) noted that male teachers tended to be more direct and 
subject-centred and female teachers tended to be more indirect and pupil-centred. 
Varstala et al. (1983) noted that female teachers used more time to explain the content 
of the lesson and less time observing and supervising pupils' performances than their 
male colleagues. Cheffers and Lombardo (1979), in their study of elementary 
teachers, reponed that male teachers gave more directions and had more off-task 
behaviour than female teachers, and that the latter gave more opportunity for pupils to 
contribute to the lessons and to initiate behaviours than the males. 
Differences between male and female pre-service teachers have also been reponed by 
researchers. O'Sullivan (1985), in her study on pre-service physical education 
teachers, found that female students allowed pupils more time to engage in motor 
activity than did their male counterparts. This may have been due to the nature of the 
activity as dance has an exceptionally high motor component (73%) compared to 
soccer which has an average of 21.6%. In an analysis of male and female physical 
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education teachers, Hickey (1985) found that male pre-service teachers had more off-
task behaviour whereas female pre-service teachers had more on-task movement 
behaviour, but found no differences in the style of teaching and its effectiveness. 
With regard to general classroom research, Adams and Biddle (1970) noted that male 
teachers' classrooms were more centrally organized and teacher dominated than 
female teachers' classrooms. Similarly, Griffin (1972) reported that male teachers 
were more direct and authoritarian than female teachers and Good, Sikes and Brophy 
(1972) concluded that female teachers were generally warmer and more tolerant of 
misbehaviour. In addition, the latter researchers found that female teachers' classes 
were more relaxed and disposed towards discussion whereas male teachers' classes 
were more highly structured and more orientated to mastery of content. However, 
McGee (1955) found that female teachers were more direct in style than their male 
colleagues, and Spaulding (1963) found no relationship between teacher sex and the 
degree of indirectness shown in classrooms. 
In light of these suggested differences between male and female physical education 
teachers it is possible that the way in which male and female teachers respond to and 
deal with pupil misbehaviour may also differ. 
2.04.6 Mixed-sex physical education 
It is suggested that mixed-sex physical education is a necessity for those who are 
concerned with and support equal opportunities (Browne, 1983; ILEA, 1984). "The 
physical education teachers interviewed in the research LEA were unanimous in their 
concern about mixed-sex groupings but were not united in their desire to promote co-
educational physical education" (Scraton, 1990, p.49). The research seems to suggest 
that co-educational physical education is primarily seen in years 10 and 11 with a 
single-sex curriculum for years 7 to 9. 
The issue of mixed-sex physical education began in the late 1970's and early 1980's 
(Scraton,1990). Hendry and Whitehead (1976) found most physical education to be 
taught in single-sex classes, in separate departments and with a different set of aims 
and expectations. Physical education through to the 1970's reflected a culture within 
which men's and women's sports and leisure activities were demarcated and 
ideologies of masculinity and femininity were reinforced (Hargreaves, 1979). The 
concept of equality of opportunity was fIrst recognized with the 1944 Education Act, 
but the Sex Discrimination Act of 1975, Section 44 (Home Office, 1985) allowed 
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many competitive sports to be exempted from the tenns of the act Nevenheless, over 
the last decade the issue of mixed-sex physical education has received close attention 
and some governing bodies have even accepted open competition at a primary age. 
Many feel that "the case for mixed-sex physical education hardly needs to be stated 
and the guiding principle in schools should be that pupils must never be segregated by 
sex unless there are absolutely compelling reasons for doing so" (Rosen, 1987, 
p.152). The document, 'Physical Education in the National Curriculum' (1992), re-
emphasises the importance of promoting equal opportunities for all pupils. It states 
pupil groupings should be selected for educational reasons although it warns teachers 
to be aware of the practice of "physical ntatching for panner work or opposed pair 
work which should be adopted in all contact sports" (Physical Education in the 
National Curriculum, Section G6, 1.22). 
Research, however, has shown that a mixed-sex class is not always as equal and as 
fair as some like to believe and "it does not necessarily solve issues of equal 
opportunities: in fact, it can create problems if the approach lacks sensitivity and the 
activities are unsuitable" (ILEA, 1988, p.71). Children from an early age are 
expected to pursue sex role interests, subjects and careers (Queensland Educational 
Department, 1986) and it has not been limited to the traditional classroom setting 
(McBride, 1990). According to Tinning (1987) teachers expect boys to be more 
aggressive, boisterous and better skilled than girls, and girls to be more delicate, 
gentle and less assertive. l:!oughton, Wheldall and Merrett (1988), in their study of 
secondary school teachers, reported that males were considered to be more of a 
problem than females, although they admitted that this was supported by casual 
observation and agreement among teachers generally rather than by empirical 
evidence. Crowe (1977) found that both male and female teachers expected a higher 
performance from boys than girls and that boys were questioned more, asked to 
demonstrate more and received more positive feedback than girls (Dunbar and 
O'Sullivan, 1986). As a result boys become more confident and achieve higher 
standards (Martinek and Johnson, 1979). Several authors (Ramsey, 1983; Scutt, 
1985; Spender, 1983; Stanworth, 1981) identified that boys had more interaction with 
the teacher and thus the teacher got to know their capabilities (Carrington and 
Leaman, 1986). Varstala et al. (1983) reported that female pupils were given more 
time in the cognitive phase following the teachers explanations and the male pupils 
were given more time on task in the physical activity. It is suggested that "mixed-sex 
physical education can help boys and girls break out of stereotypically masculine or 
feminine movement patterns, enable them to work together and learn from each other, 
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and allow teachers to group them according to aptitude and skill rather than gender" 
(Carrington and Leaman, 1986, p.22l). Nevertheless, it was observed in mixed-sex 
classes that teachers limited or modified an activity for the girls, i.e. reduced the 
number of repetitions they had to perform, which tended to deflate the girls' 
confidence. Subsequently the Fish report (cited in ILEA Working Party Report, 
1988, p.7l) said that "children and young people learn and develop self-esteem when 
they receive praise, encouragement and approval". Macdonald (1990) reported that 
girls in single-sex classes thought that teachers expected them to achieve higher than 
when in mixed-sex classes, and this made them feel more confident Some believe 
that single-sex classes compensate for earlier sex stereotyping roles (Macdonald, 
1990). In mixed-sex classes even a relatively simple task can cause sexism. In 
research undertaken by Evans (l988a) he found various ways that teachers 
implemented team selection. Teachers in general did not feel that they could totally 
relinquish selection to the pupils otherwise boys would choose boys and girls would 
choose girls and this would "make for uneven sides" (Evans, 1988a, p.l2). Teachers 
often choose two athletically competent children who choose teams quickly with little 
complaint from the rest of the class. In a mixed-sex environment Taylor (1983) found 
girls to be less interested than boys in the team selection, less concerned with 
attaining positive performance outcomes, less concerned about being on the best side 
and less concerned about winning. Evans (1988b) also observed that when a girl was 
made team captain the first boy she selected took it on himself to offer advice. 
2.04.7 Time 
The ability to maintain attention is affected by normal "cyclical fluctuations in the 
efficacy of the neurotransmitter molecules that chemically regulate attention" 
(Sylwester and Cho, 1993, p.73). According to Hobson (1989) fluctuations occur in 
90 minute cycles across the 24 hour period. A typical rhythmic pattern is a rise in the 
availability of attentional molecules at six a.m., thus we wake up. The molecules 
remain high during the morning period and begin to decline during the afternoon, 
with the lowest levels being at midnight Research from Lawrence, Steed and Young 
(1988) found that the number of misbehaviour incidents tended to rise towards 
Wednesday and fall towards Friday. The peak in the number of incidents reported on 
Wednesday may indicate a reduction in teacher tolerance when strain has built up, but 
is not yet dispersed by the prospect of the weekend. The study also reported that 
nearly half of the daily incidents occurred in the shorter afternoon period. Reasons 
for this may be that teachers become tired and are less tolerant of the pupils' 
behaviour and the pupils may become tired and less in control of themselves. 
19 
2.04.8 Summary 
Teacher effectiveness was initially related to teacher characteristics (Cattell. 1931) 
but this ignored the behaviours of teachers in the classroom (Cloes et al.. 1992). 
Recent research suggested that the more time pupils spent engaged in performing 
motor tasks "at a low error rate" (pi~ron. 1983. p.21). the less time teachers would 
spend on immediate problems of managing and controlling pupils (Hardy. 1993a). 
It is suggested that as teachers progress through their roles of pre-service. beginning 
and experienced in-service teachers their concerns change. The main concerns of pre-
service teachers are discipline. motivating students. content adequacy and 
relationships with pupils (Behets. 1990). Beginning teachers may find a conflict 
between being liked (Fuller and Bown. 1975) and the need to assen authority 
(Moskowitz and Hayman. 1974). Successful experienced teachers have specific 
teaching styles and well established procedures which are promoted within a learning 
environment. 
Male and female physical education teachers with various experiences of teaching 
seem to adopt slightly different teaching styles (Varstala et al .• 1983; Cheffers and 
Lombardo. 1979) which signifies there could be a difference in the way they deal 
with pupil misbehaviours. The composition of the class (Macdonald. 1990). the day 
in the week and the time of day could also have a marked effect on pupil behaviour 
(Lawrence et al .• 1984). 
2.05 MANAGING CLASSROOMS 
There are many factors to consider when we look at the managing of classrooms. The 
classroom is a complex environment so a teacher needs to be well organized and have 
a knowledge of various management strategies in order to be effective in dealing with 
misbehaviour incidents. There are strategies that can be employed to general 
misbehaviour incidents and strategies that are more specific to a particular subject. 
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2.05.1 Complexity of classrooms 
Classroom management refers to the "provisions necessary to establish and maintain 
an environment in which learning and instruction can occur" (Duke, 1979, p.394). 
The relationship between classroom management and instruction is an uneasy one as 
the fonner is seen as something to get out the way so that teaching can occur. 
Management has been placed at the centre of task teaching by some researchers 
(Berliner, 1983; Doyle, 1979) and others voice concern that teachers appear to 
subordinate instruction to management routines (Allington, 1983; Brophy, 1982; 
Buike, 1981; Duffy and McIntyre, 1982). However, to maintain an environment in 
which instruction and learning can occur it is necessary for teachers to establish the 
provisions and procedures of orderliness (Duke, 1979). Conceptions of what 
constitutes orderliness vary across situations (e.g. break time, silent reading) as well as 
individuals (e.g. traditionalists, progressives) (Doyle, 1986). Order is achieved in 
different settings by teachers where the structure and environment is different (e.g. 
whole class, multiple-group arrangements; gymnasium, games field). Teachers' 
actions to sustain order span a broad range of activities such as planning and 
organization of lessons, distributing resources, explaining rules and reacting to 
individual and group behaviour (Doyle, 1986; Emmer, 1987). The appropriateness of 
a particular action depends on such circumstances as the purposes being sought, the 
work being done, the. participants involved and the time of day. 
Two important factors that account for the complexity of managing classrooms are 
that many actions can occur at once (Doyle, 1979; Kounin, 1970), and that pupils 
have the ability to conceal their misbehaviours (Hargreaves, Hester and Mellor, 1975; 
Mehan, Henwick, Combs and Flynn, 1982). In order for teachers to manage these 
classrooms effectively they must play a central role in defining expected pupil 
behaviour; this means that in advance of instruction the teacher must have a clear idea 
of what behaviours are acceptable and those which are not. However, identifying 
expectations for behaviour and pupil participation within the curriculum activity is 
not a simple matter (Green and Smith, 1983; Weade and Evertson, 1988) as 
assignments with varying cognitive and procedural complexity have consequences for 
classroom management. The interrelated nature of classroom management in the 
curriculum (Doyle and Carter, 1984) is demonstrated by the fact that more 
intellectually demanding academic work and activities, in which students create 
products or encounter novel problems, require complex management decisions 
(Bossert, 1979). Understandably then, the study of classroom management is a 
complicated enterprise (Doyle, 1986). 
21 
2.05.2 Organization and management of classrooms 
Since the mid 1970s there has been growing interest in the properties of the classroom 
as a context (Abrahamson. 1974; Erickson and Schultz. 1981; Lancy. 1978; 
Westbury. 1973) and the problems it poses for teachers. In order for teachers to be 
effective there are various organizational and management aspects to consider. i.e. the 
physical setting. school structure. teacher standards and tasks. 
Hinson (1992) believes that if the teacher wants students to behave and listen and stay 
on task, then they have to teach them to do so. "Proper behaviour cannot be acquired. 
it has to be learnt" (Tenoschok. 1985. p.290). Teachers who spend time at the 
beginning of the school year organizing their classroom will find it time-consuming. 
but "investing in the time early will save it in the months to come" (Sander. 1989. 
p.17). Simple organization of the physical setting such as the room arrange'ment can 
contribute to effective management. Ease in moving about the classroom. 
uncomplicated access to supplies and clear lines of sight for teachers and pupils may 
contribute to more efficient use of time and better instruction. Conversely. blocked 
aisles. poorly stored items that are difficult to retrieve and areas of the room that are 
difficult to monitor may cause off-task behaviour or contribute to a loss of time for 
instruction (Emmer. 1987). In addition. an organized teacher may have designated 
seats for disruptive or potentially disruptive pupils and seats placed in a position away 
from the rest of the class (Corrie et al .• 1982). Thus. we can see that an impottant part 
of planning for classroom management is the arrangement of the physical setting 
(Weinstein. 1987; Wheldall. Morris. Vaughan and Ng. 1981). Some factors external 
to the teacher such as the organization of the school influence classroom 
management A well structured school where "the staff as a whole wolk in relation to 
a common policy" (Docking. 1987. p.38) is more likely to achieve good pupil 
behaviour. Authors of the London Junior School Project comment "it is essential to 
realize that the school and the classroom are in many ways interlocked. What the 
teacher can or cannot do depends ... on what is happening in the school as a whole" 
(ILEA. 1986. p.38). The management of pupils' behaviour is thus not only the 
concern of the individual class teacher but of all the school staff (Docking. 1987). 
Even with a well organized physical setting and school structure teachers cannot 
guarantee there will be no pupil misbehaviour. Teachers must establish standards for 
behaviour that discourage disruption or. at least. keep the levels very low (Emmer. 
1987). To provide the consistent fairness upon which control is based (Dyson and 
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O'Sullivan, 1993) a management plan must be established and all pupils must be 
treated equally (Tenoschok, 1985). There needs to be a clear understanding by the 
teacher and the pupil of how the plan works. a written procedure of protocols and 
rules and a constant contact with parents in order for a plan to be effective (Graham. 
1992). Once in place the system requires maintenance. and. at times. modification. 
Careful monitoring. prompt and appropriate handling of inappropriate behaviour. use 
of reward systems. penalties and other consequences and maintaining lesson activity 
flow are related to good management (Emmer. 1987). 
Preventing disruption is not sufficient for good management as the teacher must also 
create conditions to engage and maintain pupils in activity. The teacher's planning 
can be an important catalyst for focusing and sustaining pupil attention. and by 
appropriately sequencing, pacing, monitoring of work, a child is more eager to learn 
and participate (Emmer. Evertson and Anderson. 1980; Sander. 1989). 
2.05.3 General strategies of classroom management 
In the classroom the teacher must have strategies to deal with misbehaviour incidents. 
Minor pupil misbehaviour incidents like chatting or fidgeting can usually be handled 
unobtrusively but "more serious and disruptive pupil misbehaviour may require more 
direct intervention" (Evertson and Harris. 1992. p.76). Reinforcement. punishment 
and extinction are three main procedures in positive behaviour managrnent which are 
used to modify pupil behaviour by controlling the consequences of that behaviour. 
Consequences that strengthen behaviour and make it more likely to occur again in the 
future are reinforcers. and consequences that weaken behaviour, making it less likely 
to occur again, are called punishers. Extinction is when a reinforcement behaviour is 
withheld when previously it was given. causing the behaviour to weaken and 
eventually fall away, e.g. ignoring the behaviour of an attention seeker (Cheeseman 
and Warts. 1985). 
Reinforcement is the "process of increasing the frequency of occurrence of a low 
frequency behaviour or maintaining frequency of occurrence of a high frequency 
behaviour" (Bates. 1987, p.349). If the target behaviour is reached as a result of a 
presentation of a pleasant event the act is called positive reinforcement; if the target 
behaviour is reached with the removal of unpleasant events or threats then the act is 
called a negative reinforcer. 
23 
Primary, secondary and activity reinforcers are three types of positive reinforcements. 
Objects or events that ensure survival, psychological well being, sensory stimulation 
and the need for social approval are called primary reinforcers, and the relationships 
between such objects or events are unlearned. Secondary reinforcers acquire their 
reinforcing quality by "having been repeatedly paired with another stimuli that 
directly satisfy basic needs" (Bates, 1987, p.351). The activity reinforcer concentrates 
on the Premack Principle which states that any ''behaviour that a child will readily 
engage in can be used to reinforce behaviour he will less readily engage in" (Premack, 
1959). 
With the primary type of positive reinforcer teachers may use consumables, e.g. 
sweets, intangible rewards such as verbal praise, a smile or a nod (Cheeseman and 
Watts, 1985), or tangible rewards which would include toys, games and books (Bates, 
1987). A secondary reinforcer more effective in the classroom is the use of 
exchangeable reinforcers; for example, sitting quietly in one's seat for five minutes 
might earn a pre-school child five .tokens, whereas thirty minutes might be required 
for an adolescent to receive the same award. Another form of positive reinforcement 
is where a teacher gives the child a grade or a mark for a test or an assignment.. High 
marks represent the teacher's recognition of superior achievement which enhances 
pupils' self-esteem and low marks are interpreted by pupils as aversive symbolic 
consequences to be avoided as much as possible (Bates, 1987). An activity reinforcer 
is where the task is organized so that the set task becomes the hurdle to achieve before 
engaging in the desired activity; for example, equipment in the gymnasium must be 
put away correctly before the enthusiastic volleyball players are allowed to play the 
full game. 
Reinforcement can also be negative in that something is taken away from the 
individual at the occurrence of the target behaviour; for example, when a child can 
learn to behave properly he can be moved back to his friends. However, negative 
reinforcement can have major drawbacks for the teacher as it is possible for the pupil 
to avoid the aversive consequence; a pupil threatened with a note to his parents may 
destroy it. Also, negative reinforcement used constantly in the classroom may 
increase the anxiety level of the pupils as they become anxious about being told off or 
ridiculed in public. Subsequently, it is advised that positive and negative 
reinforcement are used simultaneously (Bates, 1987). 
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The second main procedure in behavioural management is punishment which is 
defined as "the process of reducing the frequency of a behaviour" (Bates, 1987, 
p.357). Punishment usually eliminates the undesired behaviour if it is quickly given 
and it is essential if the undesired behaviour is competing with a more desired 
behaviour or one which may put others at physical risk (Cheeseman and Watts, 1985). 
Punishment delivered consistently and calmly is more effective than erratic actions by 
teachers which only confuse pupils (parke and Deur, 1972). Also, it is stated that 
inflexible punishment styles can alienate pupils especially with the behavioural issues 
where they feel they should have autonomy (Reynolds, 1976). In an investigation of 
comprehensive pupils' attitudes and reactions to control strategies, O'Hagan and 
Edmunds (1982) showed that the teacher who punishes fairly, but not too severely, is 
usually held in high regard. However, it is suggested that punishment should not 
focus on the power of the punisher, but the manner of punishing. It should convey to 
the offender that it is the behaviour that is unacceptable and not the child as a person 
(Docking, 1987). In addition, it is vital that the punishment does not reinforce the 
behaviour it is trying to stimulate. An attention seeking child may deliberately 
misbehave if the teacher responds to every misbehaviour incident, as the teacher is 
strengthening the unwanted response (Skinner, 1968). 
According to Bates (1987) there are two types of punishment, positive and negative 
punishment. The former refers to the "presentation of an aversive stimulus 
immediately following the occurrence of the unwanted response" (p.357) and the 
latter involves "the removal of a pleasant stimulus upon occurrence of an unwanted 
response" (p.357) . 
Extinction, the third and passive behavioural management procedure, refers to a 
"behaviour which has previously been reinforced but is no longer reinforced" 
(Cheeseman and Watts, 1985, p.93) or where "nothing is done whatsoever to the 
organism when it emits a response" (Bates, 1987, p.357). When a child continually 
does things to attract attention, the approach is to ignore the behaviour provided it 
does not disrupt the whole class. It is possible that there will be a temporary increase 
in the rate and intensity of the behaviour while the child tests out the new situation. 
As long as the child no longer receives the reinforcement of teacher attention then it is 
hoped that the unwanted response will die away. In order to make sure the situation 
is ignored the teacher should refrain from making eye to eye contact and from 
comments such as "Why aren't you always good like that?" or "I'm not going to listen 
to that naughty girl" (Cheeseman and Watts, 1985). The previous authors state that 
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this method is most effective with younger pupils for whom teacher attention is very 
important and used in conjunction with positive reinforcement 
2.05.4 Summary 
Classrooms are very complex environments. and to maintain a climate in which 
instruction and learning can take place it is necessary for teachers to establish the 
provisions and procedures of orderliness (Duke. 1979). However. identifying 
expectations for behaviour and pupil participation within the curriculum activity is 
not a simple matter (Green and Smith. 1983; Weade and Evertson. 1988) as 
assignments with varying cognitive and procedural complexity have consequences for 
classroom management. In order for teachers to be effective pupils must be 
encouraged to learn the behaviours promoted by various organizational and 
management techniques (Tenoschok. 1985). In addition. teachers must establish 
standards for behaviour that discourage disruptions and maintain lesson activity flow 
(Emmer. 1987). and they must provide the consistency and fairness upon which 
control is based. In classrooms teachers tend to use the three positive behaviour 
management procedures of reinforcement, punishment and extinction. 
2.06 MANAGEMENT AND PUPIL MISBEHAVIOUR IN PHYSICAL 
EDUCA nON SE1TINGS 
2.06.1 Specific physical education management strategies 
Acceptable behaviour can be learned in much the same way as any school subject 
matter. Therefore. to eliminate any misunderstanding concerning expected 
behaviours. it is vital that specific guidelines are set out and established. To be 
effective the physical education disciplinary policy must be consistent with that of the 
school programme. and managerial and instructional rules. routines and expectations 
should be established at the start of the school year (Fink and Siedentop. 1989; 
Nelson. Lee. Ashy and Howell. 1988; Oslin. 1992. cited in O'Sullivan and Dyson. 
1994». 
Punishment in physical education has been distinguished on the basis of 
psychological and physical impact (Siedentop et al .• 1984); the former includes desist, 
extinction. omission training. positive practice. reward cost. rewarding other 
behaviour and time out and parallels behaviour modification whereas the latter group 
includes exercise as punishment (Heokel. 1989). 
26 
Control techniques used by physical educators include such preventative techniques 
as back to the wall, overlapping, selective ignoring, proximity control (Graham, 1992) 
and modelling desirable conduct (Charles, 1985; Henderson and French, 1991; 
Hoffman, Young and Klesius, 1981; Westcott, 1979). 'Back to the wall' is a simple 
strategy by which the teacher stands on the boundaries of the activity area and 
watches the entire class. 'Overlapping' is where the teacher can focus on several 
things at once and still maintain an intended direction. 'Selective ignoring' is where 
the teacher feels that it will be less disruptive to ignore the incident. 'Proximity 
control' is where the teacher, on seeing a misbehaviour incident or on suspecting one, 
either walks in the direction of the off-task behaviour or stands by the individual or 
group involved; this technique also invites the use of the 'look' which signals to pupils 
they are off-task. Finally, 'positive pinpointing' or 'modelling' is when desirable pupil 
behaviour is pointed out to the rest of the class in the hope that all pupils will follow 
suit. In addition, other preventative methods which are self explanatory are managing 
time (Morris, 1980; Siedentop et al., 1984), stating and reinforcing rules (Graham, 
Holt-Hale and Parker, 1987; Morris, 1980; Siedentop et al., 1984), praising desirable 
conduct (Graham et aI., 1987; Siedentop et al., 1984; Westcott, 1979), rewarding 
desirable conduct (Graham et al., 1987; Siedentop et aI., 1984), and getting pupil 
attention (Siedentop et al., 1984). 
Deterrent techniques used by physical educators include denying a privilege (Graham, 
1992), assigning a detention (Rink, 1993), isolating a pupil or giving 'time-out' 
(Graham, 1992; Ri~, 1993) and perhaps the more serious deterrent of calling in the 
parents (Rink, 1993). For example, not allowing a pupil to play for the school team 
owing to unsuitable behaviour is the denial of a privilege whereas keeping a pupil in 
at lunch-time to complete work not finished in the lesson is a detention. 'Time-out' is 
a practice that is widely used in physical education because it is easy to implement, 
does not involve pain (French, Silliman and Henderson, 1990) and is effective across 
many types of behaviour problems. It is particularly effective if it is used in 
conjunction with a reward when the pupil demonstrates the appropriate response 
(French et aI., 1990). 'Time-out' is not a universal "solution to the question of 
discipline and indiscriminate use of 'time-out' can actually exacerbate behaviour 
problems" (French et aI., 1990, p.7). The deterrent of bringing in the pupil's parents 
either for a consultation or outlining the problem in a letter may happen if a pupil 
consistently misbehaves and less harsh deterrents have not suceeded in modifying the 
pupil's behaviour. 
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The most common way in which physical education teachers respond to misbehaviour 
is through verbal reprimands as they are easier to administer and are quite effective in 
decreasing inappropriate behaviours. A recent study (Hardy, 1993b) reported that 
physical education teachers focused primarily on pupil behaviour (78.24%) rather 
than on pupils themselves (21.76%). With the former, the focus was either on what is 
to be done or on a dislike of the behaviour. With the latter, the pupil was either made 
to feel guilty or foolish or respect was completely withdrawn (Table 2.01). 
Recently in the U.S.A. school discipline plans have been very popular and an 
assertive discipline model is one example (Canter, 1976; Hill, 1990; Sander, 1989; 
Appendix A-I). Schoolwide discipline plans aim to increase the chances that teachers 
in a school will be more consistent with their rules and consequences, and that if 
pupils get to know what is expected of them they will feel more secure in the school 
environment In physical education, Hill (1990) provided a model which was part of 
an assertive discipline system; the first time pupils break a rule they are warned, for 
subsequent infringements they are given different lengths of 'time-out', with parents 
being called in to discuss the undesired behaviour with the principal if further 
incidents occurred (Randall, 1992). Alternatively, good behaviour all week earns a 
ten minute free choice activity. 
TABLE 2.01 EXAMPLES OF TEACHER REPRIMANDS 
FOCUS ON BEHAVIOUR 
a) Dislike 
b) Reminder 
"Stop fidgeting in the water X." 
(Swimming) 
"No bouncing the balls when you're 
listening to me." (Basketball) 
'Think again about what you're supposed 
to be doing. Everyone needs to be 
involved in the lifting of one member." 
(Dance) 
"If it goes wrong then you still keep it 
going but try something different." 
(Gymnastics) 
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TABLE 2.01 (continued) 
FOCUS ON THE pupa 
a) Guilty or foolish 
b) Withdraws respect 
"We might get a lesson today X but I'm 
not carrying on while you do." 
(Volleyball) 
"X, how do we get a point ? ... You don't 
know do you?" (Indoor game) 
'That's the son of inane response we'd 
expect from you. Shut up. You're a 
waste of time." (Gymnastics) 
"Idiot! Sit over there where you can't do 
anv damage." (Dance) 
2.06.2 Types of pupil misbehaviour in physical education lessons 
Very few researchers have acnially classified pupil misbehaviour as most research has 
looked at strategies of how to deal with misbehaviour (Graham, 1992; Graham et al., 
1987; Siedentop et al., 1984). Although Munn and Iohnstone (1990) reponed that 
common pupil misbehaviours in classroom settings included pupils talking out of 
turn, engaging in calculated idleness of work or work avoidance and hindering other 
pupils, their data are based on the teachers' general observations. From research 
carried out by Hardy (1993b) six categories of pupil misbehaviour were diagnosed; 
not paying attention during the teacher's instructions, not carrying out the teacher's 
instructions, disrupting others, refusing to take pan in the lesson, not carrying out the 
policy procedures and wishing to be the 'centre of attraction'. A pupil misbehaviour 
came under the first category if the misbehaviour took place before the pupils were 
set off on a task or when they were being instructed during a task; the pupil 
misbehaviour incidents could be either verbal, physical or playing with equipment. 
The second category included any misbehaviour that failed to comply with the 
teacher's instructions. Where a pupil or number of pupils disrupt the work of another 
pupil or pupils, this pupil misbehaviour would fall into category three; this would 
include both verbal and physical disruption, and it could take place at any time during 
a lesson. Pupil misbehaviour that challenges the authority of the teacher could take 
place at any time during the lesson and falls into the founh category; this category is 
regarded as the most serious of all six pupil misbehaviours. The fifth category refers 
to pupil misbehaviour that fails to comply with the physical education depanrnent's 
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policy. The sixth and final category included any misbehaviour that intentionally 
drew attention to a pupil at any time during the lesson, but where the emphasis was to 
impress the peer group rather than directly defy the teacher (Table 2.02). 
O'Sullivan and Dyson (1994) coded sixty-five lessons, using a task structure 
observation system (Jones, 1992; Marks, 1988), and reponed that the most frequent 
disruptions included 'students talking while the teacher was talking' and 'off-task 
behaviour'. The eleven teachers studied did not perceive there to be major discipline 
problems in their physical education classes, and this was borne out by the fact that 
only eighty-eight discipline episodes were recorded. 
TABLE 2.02 TYPES OF PUPIL MISBEHAVIOUR 
CATEGORY NUMBER EXAMPLE 
1. Not paying attention during teacher's "Three girls were messing around 
instructions chatting and giggling during class 
tuition" (verbal) 
"One student was playing at 'whales' 
during instruction and spuning water 
into the air" (Physical) 
"Several girls were playing with the 
shuttles while the teacher was giving 
instructions" (playing with equipment) 
2. Not carrying out teacher's instructions ''Three students failed to collect a gym 
mat each after the class was told to do 
so" 
"The students dribbled the ball instead of 
carrvine out the llivotine task" 
3. Disrupting others "Boy was messing about with the beam 
whilst someone else was on it" 
"A student was deliberately trying to 
slloilthe eame in her table-tennis erouD" 
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TABLE 2.02 (continued) 
CATEGORY NUMBER EXAMPLE 
4. Refusing to take pan in the lesson "One student did not do as he was told-
10 press-ups. he refused to do them" 
"Student wouldn't serve from behind the 
back line. and he refused to listen to the 
teacher. The student was shouted at and 
told to listen but the student turned his 
back on the teacher and refused to play 
an active pan in the lesson" 
5. Not carrying out the policy procedures "Boy still wearing a coat to the lesson" 
"A student still wearing a watch in a 
gymnastic lesson" 
6. Wishing to be the 'centre of attraction' "Two students were talking and pulling 
stupid faces and making others laugh 
while the teacher was giving instructions 
for apparatus work" 
"A student was splashing madly after 
scoring a goal for his team" 
2.06.3 Summary 
Control and deterrent techniques such as proximity control (Graham. 1992) and 
.. giving a 'time-out' (Rink. 1993) are frequently used by physical educators. More 
recently assertive discipline models (Canter. 1976; Hill. 1990; Appendix A-I) have 
been presented as a plan for maintaining school discipline. With the classification of 
pupil misbehaviour incidents into six categories (Hardy. 1993b) there is now a focus· 
for these strategies. 
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CHAFfER 3 
METHODOLOGY 
3.01 mSTORY OF OBSERVATION TECHNIQUES 
The study of teaching gained a foothold as research workers became interested in 
contrasting instructional methods, and the search began for the effective teacher. It 
was these studies that provided the stimulus for the development of systematic 
. observation techniques. However, from the 1930s until the mid-1950s the search for 
the effective teacher and personality traits proved fruitless, basically because nobody 
bothered to go into the classrooms to see what was going on. It was not until the mid-
1950s that researchers actually went into the classrooms. This initiated a major shift 
in focus and as Medley (1979) noted, "it is what a teacher does rather than what the 
teacher is that matters" (p.l3). It was in the 1960s that systematic observation 
became an investigative procedure in the study of classroom teaching (Simon and 
Boyer, 1968), even though it had already been established as a popular measure in 
clinical psychology, social psychology and anthropology (Oarst, Zakrajsek and 
Mancini, 1989). In physical education teaching, research methodologies and 
variables have lagged behind that of classroom research, so physical educationalists 
have been able to learn from the mistakes made by others. Systematic observation 
has played a major role in the emergence of teaching and coaching behaviour research 
and more effons are being made to use it in the preparation of novice teachers 
(Anderson, 1980; Hawkins, Weigand and Bahneman, 1983; Mancini, Wuest and Van 
der Mars, 1985; Siedentop, 1981). In 1973 in the Second Handbook of Research on 
Teaching (Travers, 1973) there was uncenainty as to whether systematic observation 
would ever be able to identify those variables that discriminate more effective from 
less effective teachers (Rosenshine and Furst, 1973). In the mid-1970s, based on the 
research paradigm explained by Dunkin and Biddle (1974), numerous process-
product studies were conducted in which teachers behaviours were correlated with 
student achievement. There were enough classroom research findings for Rosenshine 
(1971) to devise a repon where eight teacher behaviour variables were found to 
consistently correlate with student achievement; these variables were teacher clarity, 
variability, enthusiasm, task orientated or business-like behaviour, teacher 
indirectness, student opponunity to learn criterion materials, use of structuring 
comments and criticism. Also, around the time of the early 1970s, it was claimed that 
there were ninety-two American observation instruments listed (Simon and Boyer, 
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1970) and the majority of the systems appeared to be derived from Flanders 
Interaction Analysis Categories (FlAC) (Flanders, 1964). A review undertaken in the 
United Kingdom of obsetvation studies (Galton, 1979), identified only two systems 
derived from FIAC. 
3.02 TRADmONAL FORMS OF OBSERVATION USED IN PHYSICAL 
EDUCATION 
In the teaching of physical education the traditional forms of obsetvation were based 
on the supervisor's "impressions of how well a teacher is doing and result in little 
more than general statements to the teacher about the episode" (Metzler, 1990, p.69). 
Four main traditional techniques used in gathering performance information are 
intuitive judgement, eye balling, anecdotal recording and behaviour checklists and 
rating scales (Oarst et aI., 1989; Metzler, 1990). Intuitive judgement is based on 
indirect evidence e.g. conversations with co-operating teachers, promptness in 
completing related assignments, and it involves having a 'feel' for how the teacher is 
doing. Eyeballing is when an outsider enters the teaching setting and looks at the on-
going activities in the classroom but makes no formal written record of what was 
seen; the obsetver will provide feedback to the teacher on what was seen based only 
on memory. Anecdotal recording is very similar to the previous technique except that 
notes are made on events that are designated as critical incidents by the researcher. 
The techniques involving behaviour checklists and rating scales have been used 
regularly by supetvisors. In using checklists the observer merely marks whether 
certain things are said or are attended to by the teacher, e.g. Did the teacher provide a 
verbal explanation of the lesson objectives? .... yes/no. In using rating scales the 
observer is asked to give his or her opinion on various aspects of the teaching 
environment on a scaled continuum; for example, the obsetver may be asked to check 
the clarity of the verbal explanation on a scale from one to five where one denotes 
that the verbal explanation is not very clear and five denotes that the explanation is 
very clear. However, all of the four traditional methods of data collection have their 
advantages and disadvantages. The least used techniques in educational research are 
intuitive judgement and eyeballing. Intuitive judgement is based on indirect evidence 
and deduced from 'feelings' of the obsetver and it exposes itself to being criticized for 
being extremely subjective. It is noted that human beings are notorious for being 
poor obsetvers (Johnston and Pennypacker, 1980; Siedentop, 1983) as opinions are 
quite often based on personal bias and a history of past experiences (Darst et aI., 
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1989). Thus. the results perhaps reflect what the researcher wanted to see rather than 
what actually happened. The technique of eyeballing can be very beneficial to the 
observer as the on-going activities in the educational setting can be monitored at all 
times. in contrast to a written technique where it is quite possible for an observer to 
miss an incident whilst recording the previous one. However. as the eyeballing 
technique is an observational one and the recording of the information is based on 
memory. it can be easily forgotten or falsely recalled. Also. there is the possibility. 
when using a memory based technique for data collection. that the observer will only 
store incidents that the observer believes to be of importance. As with the intuitive 
judgement technique. the issue of personal bias is once again evident An incident 
that is important to one observer may be regarded as unimportant to the next observer. 
Thus. it is quite possible to see vast irregularities for an identical observation. The 
anecdotal recording technique ensures that critical incidents are logged while the 
observer is viewing the classroom setting. This technique is beneficial to the observer 
as the data collected can be recalled instantly. but there is the possibility that it may 
be falsely interpreted at a later point. The positive aspects of more structured and 
frequently used techniques of behaviour checklists and rating scales are that they can 
monitor aspects of teaching performance that cannot be directly measured (e.g. 
decision-making skills. enthusiasm and class control) and can monitor and evaluate 
performance aspects of teaching that overlap (e.g. task structure and discipline) 
(Metzier. 1990). The common disadvantages of these techniques are that the items on 
checklists and rating scales are despotic. determined by personal preference. and the 
categories rarely reflect valid constructs of teaching. In addition. rating scales are 
generally unreliable across time and among teachers (Metzier. 1990). 
3.03 SYSTEMATIC OBSERVATION 
Systematic observation is where an observer or a group of observers devise a 
systematic set of rules for recording and classifying. thus "allowing a trained person 
to observe. record and analyse interactions. with the assurance that others viewing the 
same sequence of events would agree with the recorded data" (Oarst et al .• 1993. p.3). 
This definition implies that systematic observation includes both observing and 
recording. With observation. researchers must "arrange conditions so that man will 
react sensitively to the defined dimensions of the subject's behaviour" (Johnston and 
Pennypacker. 1980. p.146) and that the recording "acts to produce an accurate and 
permanent account of the observation for the future" (Van der Mars. 1989.p.3). The 
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data of such observations are nonnally reported in numerical or quantitative tenns, 
and they are presented as a percentage or average. Such data can then fonn a basis 
for a variety of statistical analyses e.g. chi-squared. Systematic observation attempts 
to arrive at descriptions of classroom events which are explicit in their purpose and 
which remove part of the SUbjectivity which occurs when individuals describe events. 
As systematic observation is based on low inference data recording (Rosenshine, 
1970) and has high inter-observer agreement, it allows data to be collected on a 
substantial scale and makes it more representative than such techniques as anecdotal 
recording and behaviour checklists. It can also be used to establish baseline teaching 
patterns enabling supervisors to describe accurately teaching skills before attempting 
to improve them (Croll, 1986). However, the disadvantages of this technique are that 
some systems take time and expertise to learn, and they only provide a picture of one 
aspect of the observed lesson, leaving many important processes unnoticed (Metzler, 
1989). 
3.04 HUMAN OBSERVATION 
The goal of observation is to organize conditions so that a person will react 
sensitively to the defined dimensions of the subject's behaviour, and to record an 
accurate and pennanent translation of this reaction (]ohnston and Pennypacker, 1980). 
Therefore, any observation stage is characterized by a process in which the researcher 
seeks the best way to gather perfonnance information on the selected teacher and 
pupil behaviours (Metzler, 1990). However, to do this effectively it may be necessary 
to limit the number of observations that will be made, as it would be quite unrealistic 
to expect an observer to record everything that transpires in a classroom for forty-five 
minutes (Borg and Gall, 1983). Therefore, decisions will have to be made whether to 
target the teacher or the pupil. 
3.05 RECORDING OF OBSERVATION INFORMATION 
New techniques for recording observational data are continually being developed but 
most recording techniques can be classified under the categories of duration 
recording, frequency-count recording, interval recording and continuous recording. 
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In duration recording the observer uses a timing device, such as a stopwatch, to 
measure the elapsed time during the target behaviour. In many studies the researcher 
will record the time for a single behaviour, such as the length of time a student is not 
seated in the classroom. If the researcher is interested in several behaviours they can 
only be recorded if the behaviours do not occur at the same time, e.g. the observer 
could record whether a pupil was on-task, off-task but not disruptive, mildly 
disruptive or seriously disruptive (Borg and Gall, 1983, p.469). Reliability of 
duration recordings can be estimated by using a correlation co-efficient for two sets of 
scores recorded by two observers for a group of subjects. For example, the two 
observers may record each time a pupil contributes to a classroom discussion in one 
hour. The two raw scores are entered into the Product-Moment Correlation Formula 
of which the resulting correlation co-efficient becomes the inter-observer reliability of 
the duration data. Either the time of the two observers for each incident or the 
cumulative time can be compared. With this latter case the shorter time is divided by 
the longer time, thus if observer 1 records eighty-two minutes of out-of-seat 
behaviour and observer 2 records ninety-six minutes, the estimate of inter-observer 
agreement would be eighty-two divided by ninety-six (Borg and Gall, 1983). 
Frequency-count recording is when the observer records the target behaviour each 
time it occurs. In this procedure a tally sheet is often used as a counting device. If 
the target behaviour occurs at a high frequency then the observer will fmd it difficult 
to record more than one behaviour at a time. Observers, however, can be trained to 
observe low-to-moderate frequency behaviours. This technique lends itself most 
readily to recording behaviours of short duration and those where duration is 
unimportant. For example, in one study observers were trained to identify thirteen 
teacher behaviours related to classroom management such as goal directed prompts, 
concurrent praise and alerting cues. Since no more than one behaviour can occur at 
the same time the inter-observer reliability of frequency count recording were 
satisfactory (Borg, 1977). 
Interval recording involves observing the behaviour of the target subject at a given 
interval. One of the simplest systems is where the observer has to decide whether a 
pupil is carrying out a single target behaviour or not e.g. a pupil is either on-task or 
off-task. The Flanders Model (1970), which is more complicated, permits the 
researcher to study the sequence of behaviour as all behaviour is classified into 
categories, and the appropriate behaviour is tallied at each interval. For example, in 
the Flanders Model (interaction analysis system) the observer checks the behaviour of 
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the subject every three seconds and records which one of the ten behaviours is being 
demonstrated. The length of the interval will vary depending on the nature of the 
behaviour being observed, but will usually range fron ten seconds to one minute 
(Borg and Gall, 1983). 
In continuous observation the observer records all behaviour of the target subject 
during each observation session. Here a specific set of behaviours is not focused 
upon, but instead the observer writes a protocol of everything that the subject does or 
everything that occurs in a given setting; 
the pupil walked into the gym and sat on a mat 
the girl began to talk to one other girl 
two girls began running round the gym. 
This is often used in exploratory studies to identify behaviour patterns. As not 
everything can possibly be reCorded, the observer must be very perceptive and clear 
as to the types of behaviour that are likely to be important. To "analyse the protocols, 
the researcher reads them, and sets up a content analysis system that fits the data, and 
then re-reads and classifies the observed behaviour into the system" (Borg and Gall, 
1983, pp.470-471). 
3.06 OBSERV A nON INSTRUMENT USED IN THE STUDY (Appendix B-1) 
The original instrument was constructed by Hardy (1992) and is an example of 
duration and frequency recording (Borg and Gall, 1983). The basic structure of the 
instrument was satisfactory for the present study, but as more information was needed 
about the pupils, teacher and time of the lesson, the researcher had to modify and 
refine the instrument to fulfil the objectives of the study. 
3.06.1 Lesson details 
In the original instrument lesson details included the date, year of the class and the 
physical education activity. However, in order to fulfil the objectives of the study 
further information had to be collected. 
According to Lawrence et al. (1984) pupils and teachers become less tolerant of each 
other during the afternoon periods, and Sylwester and Cho (1993) noted that 
attentional molecules in humans decline in the afternoon, causing a loss of attention. 
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Therefore. as more misbehaviour incidents could occur in the afternoon than in the 
morning. the author noted whether a lesson took place in the morning or afternoon. 
Apan from the differences between boys and girls in the classroom setting. 
U nderwood (1988) noted that there are differences in the teaching behaviours of male 
and female teachers. Therefore. as the response of male and female teachers to pupil 
misbehaviours in mixed-sex physical education classes may differ. the sex of the 
teacher could have a bearing on the type of teacher reaction and the number of 
incidents. Thus. the teacher's sex was also included on the recording form, as was 
their length of service. 
Other information that researchers have indicated might have a bearing on the type 
and number of misbehaviour incidents was also recorded in the present study; the 
total number of pupils in the class (ILEA. 1986). the number of males and females in 
the class. the sex of the pupils misbehaving (Cairns. 1987). the weather conditions 
(Badger and O'Hare. 1989). prior conditions to the lesson (Hardy. 1993b; Placek. 
1983) and the length of the lesson. 
3.06.2 Section A 
Section A is a recording of the occurence of misbehaviour incidents during the time 
pupils are in the designated activity facility. The researcher made no changes to this 
section as this covered all possible situations when misbehaviours could occur during 
the physical education setting. 
3.06.3 Sections B and C 
Sections B and C are a record of the number of pupils involved in and affected by the 
misbehaviour incidents respectively. The researcher developed section B by adding 
in specifications of the sex of the pupil(s) involved in the incident as authors have 
noted differences between male and female behaviours in mixed-sex classes (Evans. 
1988a; Evans. 1988b; Scraton. 1990). For example. boys tended to demonstrate more 
boisterous and unruly behaviour and receive a greater number of reprimands than 
girls (Bank, 1987). 
3.06.4 Sections 0 and E 
The author did not amend sections 0 and E. Section 0 is a record of the ownership of 
the problem identified under the three categories of teacher-owned. pupil-owned and 
shared (Brophy and Rohrkemper. 1981). Gordon (1974) felt that by identifying the 
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ownership of the problem it could help resolve conflicts in the classroom. Section E 
is a record of the duration of the misbehaviour incident; this is measured from the 
time when the teacher refers to the incident to when it has been dealt with by the 
teacher and the teacher has moved to other matters. It is possible that the duration of 
the misbehaviour incident may have a link with the severity of the incident, although 
it is also possible that the length of the incident is related to the teacher's perception of 
pupil misbehaviour. 
3.06.5 Section F 
Section F is a record of how many misbehaviour incidents go unseen by the teacher. 
The researcher felt that any recording of unseen incidents depended too much on the 
actual observation skill and judgement of the observer. However. she decided to 
leave this section in. and to check the reliability of the recording during the piloting of 
the instrument 
3.06.6 Description of the misbehaviour incident (Appendix B-1) 
The description of the misbehaviour incident was to include how the pupil(s) was 
disruptive. focusing on what was said. the situation where the pupil was disruptive. 
the number of pupils involved and affected and whether the disruptive pupil(s) was 
male or female. The description would also help to establish the reliability of the 
information gathered in sections A.B.C.D and E. 
3.06.7 Description of the teacher's response (Appendix B-1) 
The description of the teacher's response was to include how the teacher dealt with 
the misbehaviour incident, how the response was communicated to the pupil(s). 
whether the response· was carried out in public or private. the focus of the response, 
what happened to the pupil(s) involved and the effectiveness of the teacher's response. 
3.07 LIMIT A nONS OF THE INSTRUMENT 
There are four limitations to the instrument. Firstly. when observing a lesson in a 
large area such as a playing field, the observers sometimes had to follow the teacher 
around, and this made the observers more obtrusive than was intended. Another 
limitation is what constitutes a misbehaviour incident in the eyes of a teacher. as 
teachers may perceive incidents differently. The third limitation of the study was that 
misbehaviour incidents prior to the actual teaching were not recorded as there was no 
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standard procedure for carrying out such tasks as taking the register or the collecting 
of valuables. The fourth limitation was that the length of the lessons varied. and 
therefore. it is possible that more misbehaviour incidents could occur in longer 
lessons. 
3.08 OBSERVERS' PROCEDURES (Appendix B-1) 
The original instrument by Hardy (1992) did not specify the exact procedures for each 
of the two observers. Subsequently, the researcher divided the recording procedure into 
two distinct procedures for the two observers to follow. Observer one's recording 
instructions were to record on the observation sheet the following information; 
date of the lesson 
activity undertaken 
length of the lesson 
year of the class 
number of males in the class 
number of females in the class 
teacher's experience in years 
time of the lesson 
sex of the teacher 
location of the lesson 
weather conditions 
the number of minutes into the lesson a misbehaviour incident occurred 
situation where the misbehaviour incident occurred 
number of pupils involved in the misbehaviour incident 
number of pupils affected by the misbehaviour incident 
ownership of the problem 
duration of the misbehaviour incident 
incidents unseen by the teacher. 
Observer two's recording instructions were to record on the observation sheet the 
following information; 
a description of the misbehaviour incident 
a description of the teacher's response to the incidenL 
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These procedures were established prior to the piloting of the instrument, and checked 
for application during the piloting stage. 
The researcher made two changes to the procedures after the piloting stage. Firstly, 
observer two (and not observer one) was asked to record the number of minutes into 
the lesson a misbehaviour incident occurred because, during the piloting, observer 
one's attention was taken away from the ticking procedures. Therefore, at the end of 
the observation session the times of when the misbehaviour incidents occurred were 
then transferred from obsever two's sheet to observer one's sheeL Secondly, the 
researcher took out the recording of incidents unseen by the teacher from observer 
one's procedures, as on several occasions observer two noticed unseen incidents that 
had not been recorded by observer one. Therefore, it could have been possible that 
other incidents were not seen by either observer, particularly during small group and 
individual practices in distant parts of the activity facility. 
3.09 INTRODUCTION TO PILOTING AND PRE-TESTING 
The researcher used two stages in the preparation of the observation instrument. 
Firstly, the observation instrument was piloted to check that the required data could 
be collected, and that the procedures for observers one and two were understood and 
workable (Cohen and Manion, 1980). Secondly, a pre-testing of the observation 
instrument was conducted using a modified instrument, in preparation for the main 
srudy. 
3.09.1 Piloting (Table 3.01) 
Once the modifications had been made to the original instrument (see lesson details) 
the author used the pilot srudy as a preliminary trial of the research measure (Borg 
and Gall, 1983). The piloting of the research instrument was administered in two 
schools that had not been randomly selected for the main srudy. Five lessons in each 
school were observed in the piloting of the instrument (number of incidents = 37). 
Both male and female teachers were observed taking a range of year groups in a 
variety of activities in morning and afternoon lessons. 
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TABLE 3.01 PILOTING OF TIiE STUDY (Number of schools = 2) 
Number of lessons 10 
Number of incidents 37 
Number of male teachers observed 2 
Number of female teachers observed 2 
Number of different activities 4 
Number of morning lessons 6 
Number of afternoon lessons 4 
Number of nunils involved 257 
Years observed seven, eight, nine 
3.09.2 Pre-testing (Table 3.02; Appendix B-1) 
As a result of the pilot study only one change was made to the observation 
instrument; section F was excluded as the observers reported that unseen incidents 
depended too much on their own perceptions of a misbehaviour incident. The 
modified observation instrument was then pre-tested before being used in the main 
study. Five different lessons were observed in each of the two schools used in the 
piloting stage (number of incidents = 43). Again, both male and female teachers were 
observed taking a range of year groups in a variey of activities in morning and 
afternoon lessons. 
TABLE 3.02 PRE-TESTING OF THE STUDY (Number of schools = 2) 
Number oflessons 10 
Number of incidents 43 
Number of male teachers observed 2 
Number of female teachers observed 2 
Number of different activities 3 
Number of morning lessons 6 
Number of afternoon lessons 4 
Number of nunils involved 251 
Years observed seven, eil1;ht, nine 
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3.10 TARGET POPULATION 
The target population was the pupils and teachers in those schools where pre-service 
physical education teachers regularly carried out their practica. All schools were 
within a twenty-five mile radius of an East Midlands university. The author felt that 
the area of study was a too sensitive one to be dealt with in schools where no 
relationship had been built up with the university. Of the forty-five schools seventeen 
were 11-14 schools, five were 11-16 schools, nineteen were 11-18 schools and four 
were 14-18 schools. One single-sex school and four independent schools had already 
been excluded because teachers did not take mixed-sex physical education lessons, 
and four sixth fonn colleges because of the lack of a structured physical education 
curriculum. 
3.11 SCHOOLS PARTICIPATING IN lHE MAIN STUDY 
In order to collect enough representative data the author needed to observe 
approximately 100 lessons in different types of schools. Therefore, the author 
decided to select ten schools and observe at least ten lessons in each of those schools. 
By observing a minimum of ten lessons in each school the author was able to observe 
a range of activities and year groups. H the author had observed a smaller number of 
lessons in each school it is possible that school staff may have been more selective in 
the lessons to be observed. 
The number of mixed-sex schools in each of the four school types were : 
11-14 schools, n = 17 
11-16 schools, n = 5 
11-18 schools, n = 19 
14-18 schools, n = 4 
A simple random technique (Borg and Gall, 1983, p.246) was used to select the 
schools from each of the four school types; the researcher selected one school for 
approximately every ten per cent in each school type. Therefore, four schools were 
selected from the 11-14 school type, one from the 11-16 school type, four from the 
11-18 school type and one from the 14-18 school type. 
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TABLE 3.03 SCHOOLS PARTICIPATING IN TIlE MAIN S1UDY 
STAGE 
Stage 1 
Area selected Schools within 25 mile radius of the 
university 
Stage 2 
Number of targeted schools in Fony five co-educational secondary 
the selected area schools 
Stage 3 
Types of schools 11-14 schools 
11-16 schools 
11-18 schools 
14-18 schools 
Stage 4 
Number of schools in each 11-14 schools, n=17 
school type 11-16 schools, n=5 
11-18 schools, n=19 
14-18 schools, n=4 
Stage 5 
Random selection of schools 11-14 schools, n=4 (37.8%) 
based on number of schools in 11-16 schools, n=1 (11.1%) 
each category 11-18 schools, n=4 (42.2%) 
14-18 schools, n=1 (8.9%) 
The selection of schools was carried out by writing the names of all the schools of the 
target population on slips of paper folded and placed into four separate containers 
according to school type. The slips in each container were then mixed thoroughly. A 
colleague was asked to draw out four slips from the containers of the \1-14 and 11-18 
school types and one slip from the containers of the 11-16 and 14-18 school types. In 
addition, four reserve slips were drawn from each container and numbered according 
to the order they were drawn out, apart from the 14-18 schools where there were only 
three reserve schools. Of the 11-16 and 14-18 school types the teachers agreed to 
participate in the investigation when approached. Of the 11-14 school type one 
school had to be replaced by the first reserve school and in the 11-18 school type two 
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schools had to be replaced by the first and second reserve schools. With the latter 
school type the second reserve school had to be replaced by the third reserve school. 
3.12 TIMING OF THE STUDY (Table 3.04) 
The piloting and pre-testing stages of the study were carried out in the spring tenn 
(1993), and the main study was carried out in the latter part of the spring tenn and in 
the summer tenn (1993). The period of observation in the schools ensured that both 
winter and summer activities were observed. 
TABLE 3.04 TIMING OF THE STIJOY 
STAGE OF STUDY NUMBER OF SCHOOLS DATES OF SroDY 
Pilot 2 February 1 1993-March 8 
1993 
Pre-test 2 March 11 1993-March 25 
1993 
Main 10 March 26 1993-April 2 
1993 and April 19 1993-
July 21993 
3.13 PRE-CONTACTING OF SCHOOLS 
Once the schools had been finally selected and the school staff had agreed to take part 
in the investigation, the researcher contacted the heads of the school physical 
education departments to arrange to see them personally at their schools in order to 
discuss the project. At these meetings the teachers responded positively to the 
researcher's request to observe a variety of physical education lessons with a variety 
of teachers. It must be stressed that the positive response from the schools is partly 
due to the excellent relationships with university staff and the contacts that the 
researcher had made during temporary teaching assignments in the area. 
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3.14 LE'ITEROFTRANSMfITAL 
The purpose of the covering letter is to indicate the aim of the survey. to convey to 
the respondent its importance. to assure them of confidentiality and to encourage 
replies (Co hen and Manion. 1980). In this particular study this information was 
conveyed to the head of the physical education department. The letter of transmittal is 
as follows: 
Dear Head of Department 
I am setting up a research project on pupil misbehaviour and how teachers 
respond to such misbehaviours during physical education lessons, and I would 
appreciate it if you would agree to participate in the project. The reason for this 
project is that little research has been done on how teachers respond to pupil 
misbehaviours in actual physical education lessons. although much has been written 
about the topic. 
The selected schools are representative of the types of schools involved in the 
supervision ofpre-service teachers. At no time will the name of the pupils, teachers 
or schools be mentioned in any paper or talk given about the project. 
Once the dota has been analysed, I will send a summary of results to you. 
Yours sincerely 
Charlotte Hardy 
(M. Phil Student) 
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3.15 MAIN STUDY: LESSON OBSERVATION DETAILS (Table 3.05) 
TABLE 3.05 MAIN STUDY LESSON OBSERVATION DETAILS (Number of 
schools = 10) 
Number of lessons observed 119 Number of lessons observed 10 to 14 
in each school 
Length of lessons 25 to 70 
mins 
(M=50.6) 
Number of incidents 593 Number of incidents o to 11 
recorded observed in each lesson 
Number of male teachers 62 Number of male teachers 1 to 2 
observed taking lessons in each 
school 
Number of female teachers 57 Number of female teachers lto2 
observed taking lessons in each 
school 
Number of different 14 Number of different 3to7 
activities observed activities observed in each 
school 
Number of morning lessons 69 Number of morning lessons 5to8 
observed observed in each school 
Number of afternoon 50 Number of afternoon 4to7 
lessons observed lessons observed in each 
school 
Number of male pupils 1359 / 
observed (51%) 
Number of female pupils 1309 / 
observed (49%) 
School years observed 7,8,9 Size of class 16 to 31 
(81.51 %) pupils 
10,11 (M=22.4 
(18.49%) pupils) 
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The total number of morning (n=69) and afternoon (n=50) lessons observed was 119 
in fourteen activities with sixty-two of the lessons being taken by male teachers and 
fifty-seven by female teachers. As more lessons tended to take place in the morning 
more lessons were observed during this period. As the researcher had to observe 
lessons being taught on the day when observation took place, the activities seen were 
controlled by the physical education timetable. Both male and female teachers were 
seen but it was not possible to control the exact number of lessons taken by them 
because of timetable commitments. 
The number of intact classes observed in each school ranged from ten to fourteen with 
the length of the lesson ranging from twenty-five to seventy minutes (M = 50.6 
minutes) and the class size varying between sixteen and thirty- one pupils (M = 22.4 
pupils). The number of teachers involved in each school varied from two to four. 
All intact classes involved males (n = 1359) and females (n =1309) with no class 
showing a difference between the sexes of more than four pupils. As the school 
physical education programmes (apart from the 14-18 schools) focus more on the 
younger age groups, most of the lessons observed were from years seven, eight and 
nine (8l.51 %) with years ten and eleven accounting for the remainder of the lessons 
(18.49%). 
3.16 VALIDITY AND RELIABILITY 
3.16.1 Observation instrument: Validity (Appendix B-1) 
Iohnston and Pennypacker (1980) state that the goal of any scientific measurement 
operation or procedure is to arrive at the best possible estimate of the true value of 
some dimensional quantity of a natural phenomenon, and to the extent that this goal is 
achieved, it is said that the measurement is accurate or valid They define accuracy 
"as the extent to which obtained measures approximate values of the 'true' state of 
nature" although they accept that perfect accuracy is a limiting condition, 
"unattainable in any practical specific instance, but approachable with ever 
diminishing error" (p.I90). In the present study the author established a protocol for 
the two observers to ensure that the observations were as accurate as possible. 
Although the two observers had different tasks, it was possible for the observers to 
check for agreement as the incidents occurred, and at the end of each lesson. 
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Therefore, by having two trained obselVers there was more likelihood that an accurate 
picture of the incident could be recorded. 
3.16.2 Obsetvation instrument: reliability (Appendix B-2) 
Reliability can be defined "as the level of internal consistency or stability of the 
measuring device over time" (Borg and Gall, 1983, p.281). It is most often measured 
by the degree to which two persons using the same definitions and coding procedures 
and viewing the same activities agree on their codings (Darst et al., 1989). The 
training of the four obselVers lasted between four and six hours, and it involved 
obselVing and recording pupil misbehaviour incidents from six video-taped lessons. 
Each obselVer was paired with one of the other obselVers for three video-taped 
lessons with each of the six pairings obseJVing different lessons. The recordings were 
checked for accuracy by comparing the recordings with those made of the same 
lessons one week later and with the six recordings reported by each of two additional 
pairs. Using Scott's Pi Co-efficient of Reliability the intra-coder reliability ranged 
from 0.84 to 0.95 and the inter-coder reliability between each pair on the first 
recording and between the two additional pairs ranged from 0.83 to 0.92. These 
figures were consistent with the fmdings of Hardy (1992) who reported intra-coder 
and inter-coder reliability values ranging from 0.87 to 0.96. 
3.16.3 Content analysis of pupil misbehaviour incidents and teachers' responses 
(Appendices C-2, C-4 and C-6) 
Content analysis bas been defined as a "multipurpose research method developed 
specifically for investigating a broad spectrum of problems in which the content of 
communication selVes as. a base of inference" (Holsti, 1968, cited in Cohen and 
Manion, 1980,p.44). Berelson (1952, p.18) refers to it as "a research technique for 
the objective, systematic and quantitative description of the manifest content of 
communication" and Borg and Gall (1983, p.2S1) note that "there is less opportunity 
to bias the data collection process since communications are usually 'nonreactive' ". 
In the present study the author classified the types of student behaviour and the 
teachers' responses into six and seven categories respectively (Hardy, 1993b). A 
second coder, a school teacher already trained in the classification procedures, 
independently coded the pupil incidents and the teachers' responses, and the author 
coded the data for a second time four weeks later. The intra-coder and inter-coder 
agreement, using Scott's Pi Coefficient of Reliability was 0.88 and 0.97 respectively. 
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3.17 DATA ANALYSIS 
The data were analysed using descriptive and inferential statistics (Borg and Gall, 
1983). Frequency distributions are presented in the fonn of pie and bar chans and the 
results of the Hest for differences between correlated and uncorrelated means and the 
non-parametric chi-square test are presented in tables. 
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CHAPTER 4 
RESEARCH FINDINGS 
4.01 INTRODUCTION 
The data were collected from ten schools randomly selected from forty-five co-
educational secondary schools within a twenty-five mile radius of an East Midlands 
university. Coders, working in pairs and trained in the data-collecting procedures, 
observed 119 mixed-sex physical education lessons in fourteen activities, and they 
recorded 593 pupil misbehaviour incidents. 
The data are analyzed in two sections according to the two general objectives (Table 
1.01). Each general objective is divided into the relevant specific objectives, and the 
findings pertinent to these objectives are presented. 
4.02 GENERAL OBJECTIVE 1 
To investigate the nature and extent of pupil misbehaviour incidents in secondary 
school mixed-sex physical education lessons. -
4.02.1 Specific objective 1.1 (Appendix C-l) 
To examine the situation and the number of pupils involved in and affected by pupil 
misbehaviour incidents in secondary school mixed-sex physical education lessons. 
The majority of misbehaviour incidents occurred during class instruction (63.24%) 
and when the pupils were expected to be carrying out the set task (29.51%). Very few 
misbehaviour incidents occurred during group (4.89%) or individual (2.36%) 
instruction (Fig. 4.01). 
The misbehaviour incidents usually involved one pupil (48.06%) or a group of pupils 
(41.82%) with the whole class being involved in approximately one-tenth of the 
incidents (10.12%). However, owing to the nature of the incidents, the whole class 
was frequently affected by the incidents (53.46%); of the incidents involving one 
pupil less than one fifth (17.20%) were restricted to the one pupil, and of the incidents 
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involving groups less than one-third (29.34%) were restricted to the group (Figs. 4.02 
and 4.03). 
FIGURE 4.01 OCCURRENCE OF PUPIL MISBEHAVIOUR 
63.24% 
2.36"10 
• Class 
• Group 
III Individual 
o SetTask 
FIGURE 4.02 NUMBER OF PUPILS INVOLVED IN THE MISBEHAVIOUR 
INCIDENTS 
• One III Group 
o Class 
10.12"10 
FIGURE 4.03 NUMBER OF PUPILS AFFECTED DURING MISBEHAVIOUR 
INCIDENTS 
53.46% 
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4.02.2 Specific objective 1.2 (Appendix C-l) 
To examine the ownership and the duration of pupil misbehaviour incidents in 
secondary school mixed-sex physical education lessons. 
The large majority of the misbehaviour incidents were teacher-owned (84.99%) rather 
than pupil-owned (10.12%) and shared (4.89%). Nevertheless. the teachers usually 
dealt with the incidents in fIfteen seconds or less (84.99%) and about one-tenth of the 
incidents took sixteen to thirty seconds (9.27%). with very few incidents lasting 31-45 
seconds (2.70%) and over forty-five seconds (3.04%) (Figs. 4.04 and 4.05). 
FIGURE 4.04 OWNERSHIP OF THE PROBLEM 
84.99% 
4.89% 
• Teacher 
~ Pupil 
o Shared 
FIGURE 4.05 DURATION OF THE MISBEHAVIOUR INCIDENTS 
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4.02.3 Specific objective 1.3 (Appendices C-2 and C-3) 
To examine the typeS of pupil misbehaviour incidents in secondary school mixed-sex 
physical education lessons. 
'Not paying attention during teacher's instructions' accounted for over one-half of the 
typeS of pupil misbehaviour (53.96%) with 'not carrying out the teacher's instructions' 
a further one-quarter (25.97%). The minority categories were 'disrupting others' 
(7.59%), 'not carrying out policy procedures' (5.56%), 'wishing to be the centre of 
attraction' (4.22%) and 'refusing to take part in the lesson' (2.70%). Of the incidents 
that involved 'not paying attention during teacher's instructions', 'verbal incidents' 
accounted for over one-half (58.75%) of the total incidents, with 'physical incidents' 
(22.19%) and 'playing with equipment' (19.06%) sharing the remainder (Table 4.01 
and Fig. 4.06). 
TABLE 4.01 TYPES OF PUPIL MISBEHAVIOUR 
-
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53.96% 
carrying out the teacher's instructions' 25.97 % 
'Disrupting others' 7,59 % 
'Not carrying out the policy procedures' 5.56 % 
Wishing 10 be the centre of attraction' . 4.22 % 
'Refusing to lake part in the lesson' 2.70 % 
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30 40 50 
Percentage of each type of pupil misbehaviour 
FIGURE 4.06 WAYS OF NOT PA YING A ITENTION DURING TEACHER'S 
INSTRUCTIONS 
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4.02.4 Specific objective 1.4 (Appendix C-1) 
To examine the number of pupil misbehaviour incidents occurring in morning and 
afternoon classes and the number committed by males and by females in mixed-sex 
physical education lessons. 
Null hypothesis 1.4.1 
There will be no significant difference in the number of pupil misbehaviour 
incidents per lesson between morning and afternoon classes in secondary 
school mixed-sex physical education lessons. 
There was no significant difference in the number of pupil misbehaviour incidents per 
lesson between morning and afternoon classes in secondary school mixed-sex 
physical education lessons. although afternoon classes produced more incidents 
(Table 4.02). 
TABLE 4.02 NUMBER OF PUPIL MISBEHAVIOUR INCIDENTS PER LESSON 
IN SECONDARY SCHOOL MIXED-SEX PHYSICAL EDUCATION LESSONS 
DURING MORNING AND AFTERNOON CLASSES 
Time of Number of physical Number of M SO 
class education lessons misbehaviour 
incidents 
Morning 69 329 4.768 2.100 
Afternoon 50 264 5.280 3.004 
t (117)= -0.991. NS 
There is no real evidence to reject the Ho. 
Null hypothesis 1.4.2 
There will be no significant difference in the number of pupil misbehaviour 
incidents per lesson committed by males and by females in secondary school 
mixed-sex physical education lessons. 
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There was a significant difference (p<.0 I) in the number of pupil misbehaviour 
incidents committed by males and by females in secondary school mixed-sex 
physical education lessons in that males committed more incidents (Table 4.03). 
TABLE 4.03 NUMBER OF PUPIL MISBEHAVIOUR INCIDENTS 
COMMITTED BY MALES AND FEMALES PER LESSON IN SECONDARY 
SCHOOL MIXED-SEX PHYSICAL EDUCA nON LESSONS. • 
Sex of Number of physical Number of M SD 
pupil education lessons misbehaviour 
incidents 
Male 119 319 2.681 1.995 
Female 119 160 1.345 1.575 
t (l18)=5.733,p< .01 
There is strong evidence (p<.0 I) to reject the Ho. 
• Group and class misbehaviour incidents where both males and females were 
involved are excluded (n=114). 
4.03 GENERAL OBJECTIVE 2 (Appendices C-4 and C-5) 
To investigate the responses of experienced male and female physical education 
teachers to pupil misbehaviour incidents in secondary school mixed-sex physical 
education lessons. 
4.03.1 Specific objective 2.1 
To examine the ways experienced male and female physical education teachers 
communicate their responses to pupil misbehaviour incidents in secondary school 
mixed-sex physical education lessons. 
The teachers' responses were mainly verbal (77.07%) with verbal and non-verbal 
(12.65%), non-verbal (6.07%) and ignored (4.22%) making up the remainder of the 
responses (Fig. 4.07). 
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FIGURE 4.07 TEACHER COMMUNICA nON 
• Verbal 
• Non-velbal 
77.07% 
11 Verbal and non-verbal 
o Ignored 
4.22% 
6.07% 
4.03.2 Specific objective 2.2 (Appendices C-4 and C-5) 
To examine the situation and the manner in which experienced male and female 
physical education teachers respond to pupil misbehaviour incidents in secondary 
school mixed-sex physical education lessons. 
The vast majority of the teachers' responses were made in public (94.01 %) rather than 
in private (5.99%) (Fig.4.08). and the teachers' manner of response was more 
controlled and firm (91.37%) than emotional and threatening (8.63%) (Fig.4.09). 
FIGURE 4.08 TEACHER REACTION 
94.01% 
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FIGURE 4.09 TEACHER MANNER 
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4.03.3 Specific objective 2.3 (Appendices C-4 and C-5) 
To examine the focus of experienced male and female physical education teachers' 
responses to pupil misbehaviour incidents in secondary school mixed-sex physical 
education lessons. 
The teachers' focus was mainly on the pupils' behaviour (77.46%) with the emphasis 
being on dislike of the behaviour (72.05%) rather than what is to be done (27.95%) 
(Figs. 4.10 and 4.11). When the focus was on the pupil (22.54%) the majority of the 
responses were intended to make the pupil feel guilty or foolish (86.72%), whereas 
withdrawing respect and showing little concern for the pupil as a person was in the 
minority (13.28%) (Figs. 4.10 and 4.12). 
FIGURE 4.10 TEACHER FOCUS 
n.46% 
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FIGURE 4.11 TEACHER FOCUS ON THE BEHAVIOUR 
72.05% 
27.95% 
FIGURE 4.12 TEACHER FOCUS ON THE PUPll.. 
86.72% 
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o Withdraws respect. showing linle concern 
for the pupil as a person 
4.03.4 Specific objective 2.4 (Appendices C-4 and C-5) 
To examine the final action take~ by experienced male and female physical education 
teachers to pupil misbehaviour incidents in secondary school mixed-sex physical 
education lessons. 
In taking final action against the misbehaving pupils the teachers tended to allow 
them to continue (95.60%) rather than to exclude them (4.40%) from classes (Fig. 
4.13). 
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Fig 4.13 TEACHER'S FINAL ACTION 
95.60% 
4.40% 
• Pupil(s) continues in the group/class 
o Pupil(s) is taken out of in the group/class 
4.03.5 Specific objective 2.5 (Appendices C-3 and C-5). 
To examine for differences between experienced male and female physical education 
teachers in the types of pupil misbehaviour incidents and in their responses to these 
incidents in secondary school mixed-sex physical education lessons. 
Null hypothesis 2.5.1 
There will be no significant difference in the types of pupil misbehaviour 
incidents in secondary school mixed-sex physical education lessons between 
lessons taken by experienced male and female physical education teachers. 
There was a significant difference (p<.05; Table 4.04) in the types of pupil 
misbehaviour incidents in secondary school mixed-sex physical education lessons 
taken by male and female teachers in that the former group had more disruption 
between pupils but less .incidents during their instruction than the latter group. 
However, there was similarity between the two groups in the categories 'not carrying 
out teacher's instructions', 'not carrying out the policy procedures', 'wishing to be the 
centre of attraction' and in 'refusing to take part in the lesson'; the differences between 
these categories for male and female teachers were no greater than 3%. 
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TABLE 4.04 TYPES OF PUPIL MISBEHAVIOUR INCIDENTS IN 
SECONDARY SCHOOL MIXED-SEX PHYSICAL EDUCATION LESSONS 
TAKEN BY EXPERIENCED MALE AND FEMALE PHYSICAL EDUCATION 
TEACHERS. 
Not paying Notcanying Disrupting Notcanying WlSbingto Refusing to 
attention out teacher's otbors out the be the centre take part in 
dming instructions policy of aara.:bon the lesson 
teacher's procedures 
instructions 
Sex of teacher 
Male (number 154 82 32 13 11 11 
of incidents = (50.83%) (27.06%) (10.56%) (4.29%) (3.63%) (3.63) 
303) 
Female 166 72 13 20 14 5 
(number of (57.24%) (24.83%) (4.48%) (6.90%) (4.83%) (1.72%) 
incidents = 
290) 
X2 (df = 5, N = 593) = 12.938, p<.05 
Null hypothesis 2.5.2 
There will be no significant difference between the experienced male and female 
physical education teachers' responses to pupil misbehaviour incidents in 
secondary school mixed-sex physical education lessons. 
There were significant differences in the responses of male and female teachers to 
pupil misbehaviour incidents in secondary school mixed sex physical education 
lessons in the method of communication (p<.05), the public or private nature of the 
reaction (p<.05) and in the manner (p<.OI), but no significant differences in the focus, 
the time taken to deal with the incidents and the final action pursued. 
In the method of communication (Table 4.05) male teachers made less verbal but 
more non-verbal responses than female teachers, although the combined verbal and 
non-verbal category and that of ignored were similar. 
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TABLE 4.05 COMMUNICATION RESPONSES GIVEN BY EXPERIENCED 
MALE AND FEMALE PHYSICAL EDUCA nON TEACHERS IN DEALING 
wrm: PUPIL MISBEHAVIOUR INCIDENTS IN SECONDARY SCHOOL 
MIXED-SEX PHYSICAL EDUCA nON LESSONS 
Verbal Non-verbal Verbal and Ignored 
non-verbal 
Sex of teacher 
Male (number 226 28 36 13 
of responses = (74.59%) (9.24%) (11.68%) (4.29%) 
303) 
Female 231 8 39 12 
(number of (79.66%) (2.76%) (13.45%) (4.14%) 
respon~~s= 
290 
X2 (df = 3. N = 593) = 11.046. p<.05 
With regard to the public or private nature of the reaction (Table 4.06) to pupil 
misbehaviour incidents. male teachers gave more private and less public reactions. 
However. it should be noted that the predominant reaction for both groups was in 
public. 
TABLE 4.06 REACTION RESPONSES GIVEN BY EXPERIENCED MALE AND 
FEMALE PHYSICAL EDUCATION TEACHERS IN DEALING WITII PUPIL 
MISBEHAVIOUR INCIDENTS IN SECONDARY SCHOOL MIXED-SEX 
PHYSICAL EDUCATION LESSONS* 
Public Private 
Sex of teacher 
Male (number of 265 35 
responses = 290) (91.38%) (8.62%) 
Female (number of 269 9 
resDonses = 278) (96.76%) (3.24%) 
X2 (df = 1. N = 568) = 6.384. p<.05 
*The twenty-five incidents that were ignored are excluded 
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Although the manner of the responses for both male and female teachers was 
controlled and fIrm, the latter group showed signifIcantly more emotional and 
threatening behaviour than the former group (Table 4.07). 
TABLE 4.07 MANNER OF RESPONSES GIVEN BY EXPERIENCED MALE 
AND FEMALE PHYSICAL EDUCATION TEACHERS IN DEALING WI1H 
PUPIL MISBEHAVIOUR INCIDENTS IN SECONDARY SCHOOL MIXED-SEX 
PHYSICAL EDUCATION LESSONS* 
Controlled/firm Emotionallthreatening 
Sex of teacher 
Male (number of 279 11 
responses = 290) (96.21) (3.79%) 
Female (number of 240 38 
responses = 278) (86.33%) (13.67%) 
X2 (df = I, N = 568) = 16.332, p<.OI 
*The twenty-fIve incidents that were ignored are excluded 
The focus for both male and female teachers was more on the behaviours than the 
pupils (Table 4.08), the majority of their responses lasted for less than thirty seconds 
(Table 4.09) and, in most cases, the teachers allowed the misbehaving pupils to 
remain in the class (Table 4.10). 
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TABLE 4.08 FOCUS OF THE RESPONSES OF EXPERIENCED MALE AND 
FEMALE PHYSICAL EDUCATION TEACHERS IN DEALING WITH PUPIL 
MISBEHAVIOUR INCIDENTS IN SECONDARY SCHOOL MIXED-SEX 
PHYSICAL EDUCATION LESSONS· 
Emphasizes Emphasizes Makes pupil Withdraws 
what is to be dislike of the feel guilty or respect. 
done behaviour foolish showing little 
concern for the 
pupil as a 
person 
Sex of teacher 
Male (number 62 161 57 10 
of responses = (21.38%) (55.52%) (19.66%) (3.45%) 
290) 
Female 61 156 54 7 
(number of (21.94%) (56.12%) (19.42%) (2.52%) 
respo~fs 
=278 
X2 (df = 3.1:1 = 568) = 0.444. NS 
·The twenty-five incidents that were ignored are excluded 
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TABLE 4.09 TIME TAKEN BY EXPERIENCED MALE AND FEMALE 
PHYSICAL EDUCATION TEACHERS IN DEALING WITH PUPIL 
MISBEHAVIOUR INCIDENTS IN SECONDARY SCHOOL MIXED-SEX 
PHYSICAL EDUCATION LESSONS 
15 seconds and 16 to 30 311045 Over 45 
less seconds seconds seconds 
Sex of teacher 
Male (number 255 29 10 9 
of responses = (84.16%) (9.57%) (3.30%) (2.97%) 
303) 
Female 249 26 6 9 
(number of (85.86%) (8.97%) (2.07%) (3.10%) 
responses 
=290) 
X2 (df = 3. N = 593) = 0.951. NS 
TABLE 4.10 FINAL ACTION TAKEN BY EXPERIENCED MALE AND 
FEMALE PHYSICAL EDUCATION TEACHERS IN DEALING WITH PUPIL 
MISBEHAVIOUR INCIDENTS IN SECONDARY SCHOOL MIXED-SEX 
PHYSICAL EDUCATION LESSONS* 
Pupil(s) continues in the Pupil(s) is taken out of the 
group/class group/class 
Sex of teacher 
Male (number of 271 19 
responses =290) (93.45%) (6.55%) 
Female (number of 272 6 
responses = 278) (97.84%) (2.16%) 
X2 (df=I.N=568)=5.509.NS 
*The twenty-five incidents that were ignored are excluded 
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CHAPTERS 
DISCUSSION OF RESEARCH FINDINGS 
5.01 GENERAL OBJECTIVE 1 : nature and extent of pupil misbehaviour 
5.01.1 Specific objective 1.1 : situation and number of pupils involved in and 
affected by pupil misbehaviour incidents (Figs. 
4.01.4.02.4.03). 
One of the key concerns of all physical education teachers is that of discipline 
(Behets. 1990). and reports indicate that the average class is disruptive enough to 
significantly impair pupil progress (Vogler and Bishop. 1990). Therefore. any 
information concerning the settings in which pupil behaviour incidents occur could be 
of value for teacher educators in the preparation of pre-service teachers. In classroom 
situations it has been noted that beginning teachers had more difficulty with control 
and seemed to allow disruption to go unnoticed, as if it would go away by itself if not 
acknowledged (Moskowitz and Hayman. 1974). Fogarty et al. (1982) commented 
that beginning teachers were sensitive to student behaviours that threatened to disrupt 
their planned presentations but had difficulty in attending to spontaneous responses 
from individuals and the class. If it could be established when and where 
misbehaviour incidents are likely to occur then such incidents could be reduced by 
teachers preparing and planning for those particular situations. 
The results from the present study which show that misbehaviour incidents are most 
likely to occur during class instruction (63.24%) are similar to the findings of Gadaan. 
Marzouk. Brunelle and Goyette (1993). who reported a figure of 60%, and those of 
O'Sullivan and Dyson (1994) who noted that frequent disruptions occurred when 
teachers were talking. However. as approximately one third of total lesson time is 
taken up by teacher presentation (Graham. Hussey, Taylor and Wemer, 1993), it is 
not surprising that many incidents do occur during the whole class situation. It has 
also been noted from classroom research that more control is exerted during whole 
class activities than during small group work (Emmer, 1987). As much time seems to 
be spent on the teachers talking to the pupils about what to do and how to do it (Rink, 
1985). it is important that teachers select brief and accurate cues rather than give 
pupils long descriptions of tasks that can confuse them (Wemer, Rink and Hinrichs, 
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1984). It is reported from research in both classroom and physical education settings 
that teachers who give clear directions in logical. step-by-step sequences at an 
appropriate level of vocabulary. were effective managers (Brophy and Good. 1986; 
Oowell. 1975; Oruian and Butler. 1987; Kirchner. 1985; Rink. 1985; Sanford and 
Evertson. 1981; Singer. 1976; Wemer and Rink, 1989) and Sander (1989) believes 
that, when pupils are not actively involved. instructions should be no more than two 
minutes. A long rambling instruction may cause pupils to become inattentive, and it 
would be expected that those teachers who give high quality instruction involving 
specification of learning objectives are less likely to experience misbehaviour 
incidents during that phase of the lesson (Clark, 1987; Graham. 1992). Moreover, as 
pupils may have to be positioned in various ways in physical education lessons 
according to the facility and the activity, pupils may become impatient if they cannot 
see or hear the teacher or they may feel that it is an opportunity to misbehave without 
being seen by the teacher. 
In the present study nearly one-third of the misbehaviour incidents occurred when the 
pupils were expected to be carrying out the set task (29.51 %), and this was supported 
by O'Sullivan and Oyson (1994) who concluded that off-task behaviour was a 
common occurrence in physical education lessons. Such misbehaviour might be 
expected as research has shown that, of the one-third of class time engaged in motor 
, 
activities, less than half of that time is at an appropriate level (Costello. 1977; Pieron, 
1980). In addition, as it has been noted that high-ability pupils engage in off-task 
behaviour after completing work and that low-ability pupils tend to look for 
distractions (Rusnock and Brandler. 1979). the set task must not only challenge the 
better pupils but must be modified to involve and interest the weaker ones. 
, 
Moreover. in a low activity area such as gymnastics (Pieron and Haan. 1979) teachers 
will need to consider learning strategies that help pupils to cope with the cognitive as 
well as the motor demands. For example. where a task involves a pupil finding ways 
of combining several gymnastic movements whilst utilizing a bench and a mat, peer 
discussion as well as physical activity becomes an integral aspect of the learning 
process and a part of on-task behaviour. Even if teachers plan the work at the 
appropriate cognitive and motor levels they must then accurately communicate that 
task to the pupils (Hardy. 1992) and ensure that the organization results in maximum 
academic learning time (Arlin. 1979; Prawat, 1985). In physical education academic 
learning time is the amount of time a pupil spends anending tasks at a high success 
rate (Siedentop et al .• 1979) and according to the demands of the activity. 
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The results of the present study indicate that, although the initial incidents mainly 
involved individuals (48.06%) or a group of pupils (41.82%). many more pupils were 
affected by their actions at a group and class level. Whereas 48.06% of the incidents 
involved one pupil. only 17.20% of those incidents were contained to the 
misbehaving pupil. and. of the 41.82% of the incidents involving a group of pupils. 
only 29.34% were contained to the group. This 'ripple effect' (Cairns. 1987) is a 
situation teachers try to avoid by dealing with the initial incident as quickly as 
possible and in a way that causes little interruption to the flow of the lesson (Taylor 
and Valentine. 1985). However. as the majority of incidents occur during class 
instruction whole class control techniques are an essential part of a teacher'S overall 
management strategy. The results were very similar to those reponed by Hardy 
(1992) who noted the importance of using such techniques as eye contact in order to 
avoid affecting other pupils and disrupting the instructional flow. On the other hand. 
Cairns (1981) suggested that teachers may deliberately capitalize on the 'ripple effect' 
by hoping that a public reprimand to an individual or a group of pupils may deter 
others later in the lesson. In general. teachers must lay down standards for behaviour 
that discourage disruption (Emmer. 1987) and develop strategies that "establish and 
maintain an environment in which learning and instruction can occur' (Duke. 1979. 
p.394). 
5.01.2 Specific objective 1.2 : ownership and duration of pupil misbehaviour 
incidents (Figs. 4.04. 4.05). 
With the majority of the misbehaviour incidents (84.99%) it was the teacher who 
appeared to be frustrated by the pupils. Such findings are not surprising when· it is 
noted that the majority of teachers felt that pupil misbehaviour interferes with their 
teaching (National Education Association. 1981). In addition, as experienced 
teachers have well planned activities and they present the content in a clear and 
unambiguous manner (Sander. 1989). they may see the pupils as deliberately 
misbehaving (Cairns. 1987). Moreover. the sensitivity of teachers to misbehaviour 
incidents occurring during class instruction (Emmer. 1987) is reinforced by the high 
number of incidents reported in this category (63.24%). The number of incidents that 
were reported as pupil owned (10.12%) and shared (4.89%) were small and may 
reflect differences in teacher attributions to such incidents. For example, Brophy and 
Rohrkemper (1981) reported that pupil-owned and shared problems were more likely 
to be viewed as less intentional and not within the direct control of the pupils as 
teacher-owned problems. and subsequently, were less of a threat to the teacher. 
68 
However. the results may also suggest that pupils were generally satisfied with the 
development of the lessons. and that the teachers responded quickly in the class 
~ 
situation to maintain standards (Fernandez-Balboa, 1990). Once again. the results 
were very similar to those reponed by Hardy (1992). 
The length of the teachers' responses in the present study reflects the speed with 
which teachers dealt with the misbehaviour incidents. Four-fifths of the incidents 
were dealt with in fifteen seconds or less and a further one-tenth between sixteen and 
thirty seconds. Most of these incidents were dealt with early by using eye contact, 
short questions or quick comments to the disruptive pupil or pupils (Rink. 1985; 
Taylor and Valentine. 1985). An example of eye contact was seen in the incident 
where "The teacher was in front of the class ready to start the introduction of the tasks 
but a pupil continued talking; the teacher progressed with the introduction and made 
eye contact with the pupil who soon stopped talking" (gymnastics). The short 
question type teacher response was given when "One boy was fidgeting and leaning 
against the box during instruction; the boy quickly stood up when the teacher said 
'Can your back support itself!' "(dance). The quick comment type of response was 
given when "One boy was giggling during class instruction; the teacher said, 'Excuse 
me' and the boy stopped" (dance). 
In the study reported by Hardy (1992) three-fifths of the incidents were dealt with in 
fifteen seconds or less and a further one-fifth between sixteen and thirty seconds. The 
difference between the two studies can panly be explained by the teachers observed; 
with the present study all teachers had more than five years experience whereas 
probationers and teachers of less than five years experience were included in the 1992 
study. Also. the awareness or "withitness" (Kounin. 1970) of experienced teachers 
tends to result in precise and firm reprimands causing the minimum amount of pupil 
disruption (Cairns. 1981). In addition. the quickness and accuracy with which 
'experienced' teachers identify and act upon pupil misbehaviour are critical factors 
that influence the effectiveness of teachers' actions (Femandez-Balboa, 1991). 
5.01.3 Specific objective 1.3 : types of pupil misbehaviour incidents (Table 
4.01; Fig. 4.06) 
It has already been noted that classrooms are complex environments as many actions 
can occur at once (Doyle. 1979; Kounin. 1970) and pupils have the ability to conceal 
their behaviours (Hargreaves et al .• 1975; Mehan et al .• 1982). With physical 
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education this can be further complicated by the nature of the activity, by the location 
and by the equipment used. Therefore, if teachers know more about the types of 
misbehaviour incidents that can occur in physical education settings, preventative 
measures as well as specific management techniques can be developed. As over one-
half of the misbehaviour incidents were concerned with pupils fidgeting, talking and 
playing with equipment during the teachers' instructions, the imponance of 
establishing solid instructional routines (Leinhardt and Greeno, 1986) becomes 
paramount. Rink (1993) noted the importance of designing such lesson-related class 
routines as ways of positioning pupils prior to instruction in order "to make events run 
more smoothly and to maximize the opportunity to engage in the content" (p.131) and 
other authors (Fink and Siedentop, 1989; Nelson, Lee, Ashy and Howell, 1988; Oslin, 
1992, cited in O'Sullivan and Oyson, 1994) have shown that the stan of the school 
year is the time used to establish managerial and instructional rules, routines and 
expectations. As it is suggested that such routines have to be leamt (Tenoschok, 
1985), time may be saved later if time is given to establishing such routines early in 
the school year (Sander, 1989). However, if such routines fail to prevent 
misbehaviour incidents teachers can focus on specific class control and deterrent 
techniques such as removing the pupil physically from the problem and 'time out' 
respectively (Rink, 1993) .. For example, in the present study, the boy who was 
splashing with his feet on the edge of the pool was told by the teacher to 'Take your 
feet out of the water and move away from the side" and, on another occasion, the 
continual bouncing of a basketball by one pupil after several reprimands resulted in 
the teacher saying "You've already ignored my warning, so you can sit this one out". 
It is also possible for teachers to adopt an overall preventative and control plan such 
as the assertive discipline model (Canter, 1976) that "emphasizes the clear 
communication of needs, expectations, and rules to students and parents and the 
consistent application of established consequences" (Randall, 1992, p.l8). However, 
to be effective it will need to be part of an overall school control and discipline policy 
(Appendix A-I). 
One-quarter of the misbehaviour incidents (25.97%) were concerned with off-task 
behaviour once the pupils had been given instructions. Such incidents could be the 
result of imprecise class instructions or the inability to interest the pupils in the lesson 
content. Sanford and Evertson (1981) reported that teachers who gave clear 
directions and instructions in logical, step-by-step sequences at an appropriate level of 
vocabulary were effective managers, and Emmer (1987) noted the importance of 
creating conditions to engage and maintain pupils in activity. The former enables the 
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teacher to set up a situation in which learning may occur (Duke. 1979). and the latter 
focuses upon the nature of the situation so that pupils are motivated to stay on-task 
whilst performing at a high rate of success (Fisher et al .• 1980). For example. the 
pupil who "didn't carry out the pivoting task but dribbled the ball instead" (basketball) 
may have done so as a result of unclear instructions (Land. 1987). and the two pupils 
who were "climbing up ropes and dropping on to a pile of mats instead of practising 
rotations on the lower parts of the ropes" (gymnastics) may not have been challenged 
by the activity. 
Disrupting others (7.59%) and wishing to be the centre of attraction (4.42%) did not 
precipitate confrontations with the experienced teachers in this particular study but 
they could not be ignored as they challenged the authority of the teacher. Such 
incidents can occur any time during a lesson and they are more difficult to anticipate. 
However. a knowledge of the pupils and their behaviours enables a teacher to deal 
with the incident with the appropriate amount of firmness. For example. the finD 
comment of "Are you trying to slap somebody?" to the boy who was attempting to 
hit another pupil and the statement to the boy doing a Hitler impersonation that 
"Hitler wasn't involved" were both effective. 
Not carrying out policy procedures (5.56%) can also challenge the teacher's authority 
but, once again. the teacher's knowledge of the pupil and the intentional nature of the 
incident will have to be considered. For example. the girls who arrived at the lesson 
without kit were told "to wear what you have on now" as this appeared to be a 
common ruse to avoid physical education. whereas a boy wearing incorrect socks was 
quietly told to remove them and to continue with the activity. 
Refusing to take part in the lesson (2.70%) is not a common incident but it is a serious 
pupil misbehaviour which can easily lead to a direct confrontation between the pupil 
and the teacher. Whether such incidents are a result of pent up anger or frustration of 
a pupil with the teacher. task or rules. it is crucial that any aggressive relationship 
between the pupil and the teacher is not allowed to intensify (Wubbels. Creton and 
Holvast, 1989). In one reponed incident "The girls. in a mixed-sex group. refused to 
work with the boys on a dance task. and after the girls refused a second time to work 
with the boys. the teacher allowed them to practise separately but to be prepared to 
integrate at a later stage". By displaying an understanding of the pupils' concerns 
without abandoning her premise that dance is a mixed-sex activity. she prevented any 
escalation of the problem. In contrast, the incident where the "boy wouldn't serve 
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from behind the back line and refused to listen to the teacher" is an example of a 
confrontational situation that was not diffused; in responding, the boy publicly 
challenged the teacher by turning his back on him and refusing to take an active part 
in the rest of the lesson. 
5.01.4 Specific objective 1.4 : number of pupil misbehaviour incidents in 
morning and afternoon classes committed by 
males and females 
Null hypothesis 1.4.1: number of pupil misbehaviour incidents in morning and 
afternoon classes (Table 4.02) 
More general research on classroom misbehaviour noted that nearly half of daily 
incidents occurred in the shoner afternoon period (Lawrence et al., 1984) but the 
evidence from the present study indicated that there is no significant difference in the 
frequency of pupil misbehaviour incidents between morning and afternoon lessons in 
mixed-sex physical education classes. The explanation for this may be that physical 
education takes pupils out of the classroom environment and into another type of 
setting, and that this change raises the pupils' motivational levels. 
Although the popularity of physical activity is well-documented (Duffield, Best and 
Collins, 1983; General Household Survey, 1980; ILEA, 1988), the competitive nature 
of some activities and their timing during the day may lead to pupil disruption. For 
example, in the present study it was noted that the ten basketball lessons observed in 
the afternoon produced twice as many male misbehaviour incidents as the eight 
basketball lessons observed in the morning (Appendix C-7). The combination of a 
closely fought competitive game in a restricted space and tired pupils having less 
control over their responses to the opponents' fouls and to the referee's decision may 
have accounted for the increased number of incidents. The suggestion that 
experienced teachers leam to modify activities to the moods of the pupils (Kounin, 
1970) was not borne out in this particular instance, but it may have been operating in 
the overall physical education programme. 
Null hypothesis 1.4.2 : number of pupil misbehaviour incidents committed by 
males and females (Table 4.03) 
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With the concern for equal opportunities in school physical education programmes. 
mixed-sex groupings have received considerable attention over the last decade 
(Browne. 1984; ILEA. 1984; Scraton. 1986. 1992). However. the impact of such 
groupings on pupil misbehaviour has not been investigated in physical education 
settings. 
Previous research in comparing male and female misbehaviour in classrooms has 
noted that males have tended to misbehave more than females. to be more aggressive 
and disruptive. and to show shorter attention spans and less emotional maturity 
(Bank. 1987). Such evidence is supported by the present study in which it was found 
that there was a significant difference (p<.OI) between the frequency of misbehaviour 
incidents committed by males and by females in that males misbehaved more often. 
Cairns (1987) noted that such stereotypes about the school behaviour of males and 
females are accentuated and maintained by teachers in that. in classrooms. males 
receive a greater number of reprimands than females. and they are often of a more 
severe nature. In the present study. not only did the males receive more reprimands. 
but a disproportionate number (n=18) of the twenty-five incidents that involved pupils 
being excluded from the group or class applied to males. 
Tinning (1987) suggested that teachers expect males to be more aggressive and 
boisterous than females and Lopez (1985) concluded that it is basically males who 
make loud disruptions and demand to be centre stage while females take a passive 
role fearing embarrassment if they are spotlighted. In addition. Lopez noted that if a 
female does follow the male role she is not only reprimanded by the teacher but 
condemned by the males for going beyond what is acceptable for feminine behaviour. 
This latter point is reinforced by Scraton (1992) who reported that the early female 
physical education traditions and standanis of "discipline. good behaviour and 
appearance" (p.53) were still stressed by teachers today. However. 8rophy and 
Evenson (1981) argue that teacher behaviours towards males and females result not 
from sex stereotypes or biases of teachers but rather from sex-linked interests and 
behaviours exhibited by pupils. Therefore. "teachers reprimand boys more often than 
girls because boys misbehave more often" (Bank, 1987. p.573). 
With physical education lessons males' behaviour may be accentuated by the gender 
labelling of the activity. For example. the feminine activity of dance and the 
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masculine activity of basketball (Cockerill. 1987) produced more misbehaviour 
incidents from males than from females (Table 5.01; Appendix C-7). 
With the former activity males probably misbehaved because it was not 'their type' of 
activity and with the latter it was probably owing to male competitive tendencies. 
TABLE 5.01 PUPIL MISBEHAVIOUR INCIDENTS IN DANCE AND 
BASKETBALL 
Sex of pupil Activity 
Dance Basketball 
Male pupils Male teacher Female teacher Male teacher Female teacher 
am pm am pm am pm am pm 
0 1 26 14 19 42 5 7 
1 40 61 12 
41 73 
Female Male teacher Female teacher Male teacher Female teacher 
pupils am pm am pm am pm am pm 
1 0 22 9 2 5 6 3 
1 31 7 9 
32 16 
In the present study an interesting observation is that there appears to be a 
relationship between the sex of the misbehaving pupils and the sex of the teacher 
(Tables 5.02 and 5.03). When only one pupil was involved in the misbehaviour 
incident approximately three-quarters of the pupils were of the same sex as the 
teacher (p<.01); when a group of pupils of the same sex was involved the sex of the 
teacher tended to be the same with groups of females (80%) but of either sex with 
groups of males (p<.01). Although the explanation for this is not clear. it could be 
that female physical education teachers still stress the 'good behaviour' of females 
(Scraton. 1992) and that they quickly bring to task any female stepping outside 
certain expected standards (Lopez, 1985). However. as female teachers may be 
expecting more aggressive and boisterous behaviour from males they may be ignoring 
behaviour that they are less likely to tolerate from females. As it has been suggested 
that female teachers are more tolerant of misbehaviour (Good, Sikes and Brophy. 
1972). the tolerance may be related to their expectations of how male and female 
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pupils should behave. An explanation for male teachers reprimanding more single 
males than females may be that male pupils are pressurized by peers to take centre 
stage and to behave as "class clowns" (Bank, 1987. p.573). and that male teachers 
respond quickly and frequently to avoid incidents developing and having their 
authority challenged. In addition. it may be that individual male pupils change their 
behaviours when taken by female teachers. 
TABLE 5.02 SEX OF TEACHER AND PUPll.. IN MISBEHAVIOUR INCIDENTS 
WHEN ONE PUPll.. IS INVOLVED 
Sex of teacher 
Male Female 
Sex ofpupjl 
Male (number of incidents 144 46 
= 190) (75.79%) (24.21%) 
Female (number of 25 70 
incidents = 95) (26.32%) (73.68%) 
X2 (df = 1. N = 285) = 62.195.12<.01 
TABLE 5.03 SEX OF TEACHER AND PUPll.. IN MISBEHAVIOUR INCIDENTS 
WHEN A GROUP OF MALES OR FEMALES ARE INVOLVED 
Sex of teacher 
Male Female 
Sex of pupil 
Male (number of incidents 68 61 
= 129) (52.71%) , (47.29%) 
Female (number of 13 52 
incidents = 65) (20%) (80%) 
X2 (df = 1. N = 194) = 17.698 • .12<.01 
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Rosenthal's point (1973) that teachers encourage greater responsiveness of pupils 
from whom they expect more was reinforced by Crowe's physical education study 
(1977) which noted that teachers expected a higher performance from males than 
females. In addition, males were questioned more. asked to demonstrate more and 
received more positive feedback than females. Lenney's statement (1977) that 
females would be less confident than males when the task was male orientated or 
when the situation was competitive was supported by Lirgg (1991) who noted that 
females were less confident in physical activity than males. Such expectations of 
males in physical education and the lack of confidence displayed by many females 
only accentuates the centre stage position males tty to occupy in the subject 
Another explanation for these results can be inferred from the research on interaction 
between the sex of the teachers and the sex of the pupils where it has been suggested 
that there is a slight tendency for teachers to favour pupils of their own sex (Etaugh 
and Harlow, 1973, 1975; Lee and Wolinsky, 1973; Dunkin. 1987). If there is such a 
focus it may also result in the teachers being more aware of any misbehaviour by the 
appropriate sex. However. as contradictory findings have been reponed in the area of 
interaction between the sex of teachers and of pupils (Good et al., 1972). any 
explanation for the present results must be treated with care. 
5.02 GENERAL OBJECTIVE 2: responses of experienced male and 
5.02.1 Specific objective 2.1 : 
female physical education teachers to pupil 
misbehaviour. 
ways experienced male and female physical 
education teachers communicate their responses 
to pupil misbehaviour incidents (Fig. 4.07). 
Experienced physical education teachers tend to reprimand pupils verbally (77.07%) 
with brief and pointed comments or questions. According to Kounin (1977) the quick 
targeting and timing of minor disruptive behaviour by teachers using clear and 
specific reprimands result in few classroom disruptions. In the present study 
responses used included. "Hold the balls please" (basketball). "Pay attention" 
(badminton) • "Is this sensible?" (gymnastics) and "What are you meant to be doing?" 
(gymnastics). Sometimes teachers would use a verbal and non-verbal response 
reinforcing the message of the verbal one. For example. one teacher said, "Be quiet 
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please", and gave the offenders a disappointed look (gymnastics) and another teacher 
told two misbehaving males to "Move right away from each other", stared hard and 
pointed to where they should stand (volleyball). Although non-verbal responses 
(6.07%) were used less frequently by the teachers, they were very effective. In one 
case, the teacher adopted an expectant body posture and a stem expression because 
pupils were inattentive (basketball), and, in another case, the teacher looked at the 
pupil chewing gum and pointed to the nearby bin (indoor team games). Deliberately 
ignoring pupil misbehaviour (4.21%) is an advanced technique as it requires an 
awareness on the part of the teacher that the misbehaviour would soon come to an end 
(Kounin, 1970). The teacher who noticed two pupils throwing the balls rather than 
placing them into a bin ignored responding to their behaviours as it was the end of the 
lesson and the pupils were anxious to get in out of the cold (hockey). However, on 
several occasions the observer noted that a teacher appeared to ignore an incident but 
moved closer to where the incident had occurred for several minutes afterwards 
(categorized as non-verbal). In one example, where a group of males were not 
performing the set task, the teacher approached the group and his presence led to re-
adoption of the correct task (basketball). 
The results were very similar to those reported by Hardy (1993b), who noted that the 
main communication response to pupil misbehaviour was a verbal one (72.65%), and 
by O'Sullivan and Dyson (1994), who concluded that using verbal desists with pupils 
usually brought compliance. 
5.02.2 Specific objective 2.2 : situation and manner in which experienced male 
and female physical education teachers respond 
to pupil misbehaviour incident(Figs. 4.08,4.09). 
The teachers tended to respond in public to the misbehaviour incidents (94.01 %) and 
this is once again similar to the figure reported by Hardy (1993b). Although it is 
reponed that competent teachers respond to pupils in private in order to minimize 
confrontation (Brophy, 1987) it would appear that the well established reputations of 
the present group of teachers (Smith and Geoffrey, 1968) with their controlled and 
firm manner (91.37%) prevented any escalation of the incidents. In addition, when 
pupils are spread over a wide area it may be easier and more effective for teachers to 
respond publicly from a distance rather than spend time moving to the incident and 
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perhaps risking an intensification of the problem. For example, in the situation where 
grids were being set up and some pupils staned kicking high balls towards another 
teaching area, the teacher shouted, "You never kick balls towards people who are not 
looking" (indoor team games). 
An interesting aspect of some of the controlled and fll'll1 responses was the humour 
with which they were administered. For example, the response to one male pupil who 
persisted in hitting the ball into the roof (volleyball) was, "Did you have three 
weetabix this morning or something?" and the response to the male pupil punching 
the ball deliberately upwards (volleyball), "Oi, Mike Tyson, less of the fists". In both 
cases the pupils responded positively to the reprimands. In addition, teachers must be 
aware that other pupils may fmd a misbehaviour incident amusing and they may offer 
strong support to the offending pupil. Such solidarity was apparent in the incident 
when a pupil, who had been reprimanded publicly in front of the class for shouting 
out when the teacher was talking, repeated a similar behaviour three minutes later 
(Le., "Yes", and raised his fists) and was supported by the class who laughed 
admiringly (gymnastics). Conversely, peer groups "may act as inhibitors" (Cairns, 
1987, p.451) of disruptive pupils, and therefore. may even help to modify or change 
pupil behaviours. For example. in one lesson four incidents had already occurred 
where pupils were not wearing the correct kit and where they had been sent back to 
change. As the activity was about to start another pupil turned up late and with the 
incorrect kit; the lesson was delayed further while the teacher reprimanded the 
latecomer. Other pupils, anxious to get on with the lesson. were visibly annoyed with 
the latecomer and one muttered in an exasperated tone. "Brilliant!" Another reason 
for the predominance of public responses is that, as nearly two-thirds of the incidents 
(63.24%) occurred during class instructions. any taking aside of a pupil or pupils may 
have taken longer and it may have had a greater influence on the lesson flow than the 
short, sharp, public reprimand. However. it should be noted that any inaccurate and 
public responses by teachcirs could lead to pupil resentment. For example. the pupil 
who was accused of throwing down the bibs shouted aggressively. '"That's not fair. it 
wasn't me" (netball). 
The controlled and firm manner of the teachers (91.37%) reflected their experience 
and the expectations that pupils would conform to certain acceptable behaviours. In 
the incident where two males were splashing each other and talking. the teacher's fll'll1 
comment that, "You two can get changed if you carry on". followed by a stem stare, 
was enough to bring the pupils in line (swimming). According to Parke and Deur 
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(1972) reprimands that are delivered consistently and calmly are more effective than 
erratic actions by teachers which only confuse pupils. Whereas experienced physical 
education teachers tend to be effective in the public domain, pre-service teachers lack 
the authority, the repenoire of responses and the general classroom awareness to deal 
successfully with all pupil misbehaviour in public. Therefore, during their early years 
of training pre-service teachers must not only observe experienced teachers dealing 
with pupil misbehaviour but must ask those teachers why such responses were made 
and whether there were alternative solutions. In reacting to misbehaviour incidents 
such factors as intensity, duration, frequency and context of the incident (Leach and 
Raybould, 1977) and teachers' abilities to handle pupil misbehaviours need to be 
considered. Therefore, as the maintentance of classroom discipline is the most 
seriously perceived problem of beginning teachers (Borko, Lalik and Tomchin, 1987; 
Lagana, 1970; Taylor and Dale, 1971) supportive school networks (Tellez, 1992) 
would appear to be desirable, enabling inexperienced teachers to develop their control 
and discipline strategies alongside experts. 
5.02.3 Specific objective 2.3 : focus of experienced male and female teachers 
responses to pupil misbehaviour incidents (Figs 
4.10,4.11,4.12). 
It is suggested that any response to pupil misbehaviour should convey to the offender 
that it is the behaviour that is unacceptable and not the pupil as a person (Docking, 
1987). Reprimands that withdraw respect from the pupils and show little concern for 
them as people would result in those pupils developing a negative attitude towards the 
teacher, the class, the school and, in some cases, learning in general (Henderson and 
French, 1991). In addition, too much guilt can have detrimental effects on how pupils 
feel about themselves (Goldenson, 1984). In the present study, over three-quarters of 
the teachers' responses (77.46%) focused on the pupil behaviour, and thus was almost 
identical to the figure (78.24%) reported by Hardy (1993b). Of the teachers' 
responses that focused on pupil behaviour, the main emphasis was on the dislike of 
the behaviour (72.05%) rather than what was to be done (27.95%). With the former 
many of the teachers' responses were brief statements reminding pupils that their 
behaviours were unacceptable whereas, with the latter, lengthier explanations were 
given and they tended to include reasons for not behaving in a particular way. Such 
reminders as, "Stop giggling" (volleyball), "This noise level is not acceptable" 
(basketball) and , "Don't throw the bat on the ground" (rounders) are quite explicit 
and leave the pupils in no doubt that they have overstepped the mark. Although in the 
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majority of cases. the teachers were able to prevent funher disruptive behaviour. some 
teachers had to take more drastic action when the same pupil continually re-offended. 
In one lesson one pupil was involved in four incidents; he was reprimanded for 
kicking another pupil whilst sitting on the mats during class instruction. playing with 
another group's equipment, swinging on a rope during class instruction and making 
alien noises very loudly whilst walking round the gymnasium (gymnastics). The first 
three reprimands were short and sharp showing dislike of the behaviour. but they 
were ineffective. and the fmal teacher response was to exclude him from the lesson 
and to spend over three minutes talking to him privately about his behaviour. 
The lengthier explanations tended to be more positive and constructive and they often 
reflected the teachers' concems for safety. self-discipline and care for others. For 
example. a group of pupils were clowning around and laughing at a vaulting station; 
the teacher stopped the activity and reminded them that it was the job of the support 
to look after the vaulter. He continued by telling them that there could be a serious 
accident to the spine or head and that somebody could be handicapped for life 
(gymnastics). Another example was when a game was played whereby a team had to 
touch a player with the ball. One pupil got carried away and threw the ball because 
someone else had thrown it; the teacher sat them all down and said, "We all get 
heated sometimes. but think about what we should be doing. If something goes 
wrong. don't highlight it" (indoor team games). In another incident a low ability pupil 
complained that he was being ignored by the other pupils and that they wouldn't pass 
the ball to him; the teacher spoke to the group about basketball being a team game 
and that this particular task involved everyone receiving and passing the ball 
(basketball). 
Nearly one-quarter of the teachers' responses (22.54%) focused on the pupils. with the 
vast majority of those responses making the pupil feel guilty or foolish. Although the 
teachers may have felt that it was a way of getting the pupils to conform to certain 
standards. other pupils. who may be at odds with school rules. may see this as an 
opportunity to give peer support by springing to the defence of the offender (Cairns. 
1987). However. in virtually all the present incidents the teachers successfully 
suppressed any funher misbehaviour by offending pupils. The focus of the teachers 
on the pupils perhaps reflects the frustrations experienced by teachers in that they 
perceive the pupils as being deliberate and knowing in their behaviours (Brophy and 
Rohrkemper. 1981). In one incident three pupils were made to feel guilty when the 
teacher said. "The longer you spend talking. the longer we stand here, the colder we 
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all get" (hockey), and in another incident a male pupil was talking to a female pupil 
and the teacher made him look foolish by commenting, ''00 your chatting up outside 
please" (gymnastics). A small number of reprimands that focused on the pupil did 
actually withdraw respect for pupils and showed little concern for them as people. 
However, such a teacher response could result in the pupils losing interest in school 
activities (Henderson and French, 1991). In addition, teachers must be careful that 
they do not categorize them as low-expectancy pupils and start to expect less of them 
in performance terms (Brophy and Good, 1970), and that such reprimands do not 
have detrimental effects on how the pupils feel about themselves (Goldenson, 1984). 
In an incident where a pupil was fiddling with a basketball during instruction, the 
teacher showed little concern for the pupil's feelings by saying, "Pass it here .... you 
haven't got the brains to listen and bounce the ball son!" (basketball). Such an 
incident would not appear to warrant such a reprimand, but it may represent a 
common misbehaviour that continually occurs during basketball lessons and which 
irritates teachers. 
5.02.4 Specific objective 2.4 : final action taken by experienced male and 
female teachers to pupil misbehaviour incidents 
(Fig. 4.13). 
The number of exclusions from classes was minimal (4.40%), and they tended to be 
related to a pupil directly confronting the teacher or continuing to misbehave after 
repeated warnings. In one incident a male pupil was deliberately making loud 
burping noises during class instruction and making other pupils laugh; the teacher 
saw this as a threat to his authority and the lesson climate and sent him out of the 
gymnasium (gymnastics). In another case the first four incidents in a lesson were 
committed by the same male pupil; every time the teacher stopped the activity to talk 
to the class, the pupil played with the ball. On the fourth occasion, after three verbal 
reprimands concerning the behaviour, the teacher sent him to one corner of the 
gymnasium and made him face the wall for the rest of the lesson (basketball). 
However, the use of such negative consequences should be contingent on, and in 
proportion to, the inappropriate behaviour so that pupils perceive the connection 
between their behaviour and its effects, thereby helping pupils to learn to avoid 
undesirable behaviour (Emmer, 1987). The fact that only a few pupils re-offended 
suggests that the teachers' responses were effective and understood by the pupils. 
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Whether teachers allow misbehaving pupils to remain in the class or whether they 
exclude them, consistency is a critical factor in the effective use of negative 
consequences (Rink, 1993). When pupil misbehaviour is not followed by the 
negative consequences, or when the teacher interferes with the naturally occurring 
negative consequence, then the credibility of the system is reduced. In addition, it is 
possible that more pupil misbehaviour may occur if other pupils observe this 
inconsistency. 
The emphasis by physical education teachers in the present study on allowing 
misbehaving pupils to continue in the lesson (95.60%) rather than exclude them, is 
indicative of their desire to maintain lesson flow by reacting immediately and 
succinctly to pupil transgressions. 
5.02.5 Specific objective 2.5 : types of pupil misbehaviour incidents and 
teacher responses according to the sex of the 
teacher. 
Null hypothesis 2.5.1: types of pupil misbehaviour incidents according to the 
sex of the teacher (Table 4.04) 
In the types of pupil misbehaviour experienced by male and female physical 
education teachers the former group had less incidents during their class instruction 
but more disruption between pupils than the latter group (p<.05). As it has been 
noted that male teachers tend to be more direct and subject-centred and female 
teachers tend to be more indirect and pupil-centred (Mifsud, 1993), it is possible that 
male teachers deal with formal class situations slightly more effectively whereas 
female teachers tend to have more control of group situations where the disruption of 
others mainly tended to occur. In addition, as it has been noted that female teachers 
spend more time explaining lesson content (VarstaIa et aI., 1983) it is possible that 
long class instructions give rise to more fidgety pupils and misbehaviour incidents. 
However, the general profile of pupil misbehaviour incidents according to the sex of 
the teacher does not show any great variations, and the difference noted between the 
teachers' responses could have been affected by pupils' reactions to the nature and 
conditions of the lessons (e.g. activity taught, length of lesson). 
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Null hypothesis 2.5.2: responses to pupil misbehaviour incidents according to 
the sex of the teacher (Tables 4.05, 4.06, 4.07, 4.08, 
4.09,4.10) 
Spackman (1986) noted that male and female physical education teachers across all 
activities and age groups did not show any significant differences in their managerial 
and teaching behaviours, whereas the present study reponed differences in responding 
to pupil misbehaviour incidents in three areas. 
Firstly, male teachers tended to respond more frequently in a non-verbal way but less 
frequently verbally than female teachers. This difference could be explained by the 
leadership styles of male and female teachers, the more direct and dominant style of 
male teachers in classrooms (Adams and Biddle, 1979) and the more relaxed and 
'disposed towards discussion' style of female teachers (Good et al., 1972) could result 
in more posturing and gesturing by males and more explanation from females. 
Secondly, although the vast majority of both male and female teachers' responses 
were in public, the former group were more likely than the latter to respond privately 
(p<.05). However, as more of the misbehaviour incidents in classes taught by 
females were during the teachers' instructions (57.24%), this could be expected. 
Thirdly, the difference in the manner of responses between male and female physical 
education teachers (p<.01) perhaps reflects the authoritarian leadership style of male 
teachers (Griffin, 1972) and the warmer, more nurturant style of female teachers 
(Dunkin, 1987) in classrooms. The style that encourages discussion and greater 
tolerance of misbehaviour (Good et al., 1972) may allow pupils to go beyond 
acceptable standards of behaviour and can result in situations that cause teachers to 
show more frustration in their responses. 
In the focus of responses, the time taken to deal with the responses and in the actions 
taken there were no significant differences between male and female physical 
education teachers' responses. Such similarities are not unexpected as all the teachers 
were experienced and understood the importance of dealing with behaviour problems 
suggests focusing on the behaviour and not on the pupil (Cairns, 1981; Docking, 
1987; Henderson and French, 1991), dealing with the misbehaviour incident quickly 
in order to avoid interrupting the lesson flow (Emrner, 1987; Evertson and Harris, 
1992) and using techniques that keep pupils in the lessons (Graham, 1992; Rink, 
1993). 
83 
The differences and similarities reported between male and female physical education 
teachers in the present study are also reflected in the general educational literature. 
Whereas some researchers have reported differences in styles (Adams and Biddle. 
1970; Good et al.. 1972; Griffin. 1972) other researchers have concluded that there 
are no differences (Spauiding. 1963; Spackman. 1986). Nevertheless. it is suggested . 
by Dunkin (1987) that as males are brought up differently from females. and with 
differences in physical and physiological atttibutes. it would be surprising if there 
were not differences in teacher behaviours between the sexes. 
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CHAPTER 6 
CONCLUSIONS, IMPLICATIONS AND RECOMMENDATIONS 
6.01 RESEARCH SUMMARY 
6.01.1 General Objective 1 
To investigate the nature and extent of pupil misbehaviour incidents in secondary 
school mixed-sex physical education lessons. 
Of the 119 mixed-sex physical education lessons the majority of the 593 pupil 
misbehaviour incidents occurred during class instruction (63.24%) and when the 
pupils were expected to be carrying out the set task (29.51 %). Although the 
misbehaviour incidents usually involved one pupil (48.06%) or a group of pupils 
(41.82%), a greater number of pupils were affected by the incidents; with the fonner 
one-fifth (17.20%) and with the latter less than one third (29.34%) were restricted to 
the pupil and the group respectively. The large majority of the pupil misbehaviour 
incidents were teacher-owned (84.99%), and the teachers usually dealt with them in 
fifteen seconds or less (84.99%). Over one-half of the types of pupil misbehaviour 
(53.96%) involved verbal, physical and equipment incidents during the teachers' 
instructions and a further one-quarter (25.97%) were concerned with pupils not 
carrying out the teachers' instructions. 
There was no significant difference in the frequency of pupil misbehaviour incidents. 
between morning and afternoon classes, but there was a significant difference (p<.OI)' •. 
in the frequency of pupil misbehaviour incidents between males and females in that 
more incidents were committed by males. 
6.01.2 General Objective 2 
To investigate the responses of experienced male and female physical education 
teachers to pupil misbehaviour incidents in secondary school mixed-sex physical 
education lessons. 
The teachers' responses were mainly verbal (77.07%) with the vast majority of them 
being made in public (94.01%) and in a controlled and ftrm manner (91.37%). The 
teachers' focus tended to be on the pupils' behaviour (77.46%) with the emphasis on 
the dislike of behaviour (72.05%) rather than on what is to be done (27.95%); when 
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the focus was on the pupil (22.54%) the teachers' responses were principally aimed at 
making the pupil feel guilty or foolish (86.72%). In taking action against the 
misbehaving pupils the teachers tended to allow them to remain in the classes 
(95.60%). In comparing the types of pupil misbehaviour incidents in lessons taught 
by male and by female teachers, the former group had more disruption between pupils 
but less incidents during their instructions than the latter group (p<.05). There were 
significant differences in the responses of male and female teachers to pupil 
misbehaviour incidents in the method of communication (p<.05), the public or private 
nature of the reaction (p<.05) and in the manner of the responses (p<.Ol). In the 
method of coriununication male teachers made less verbal and more non-verbal 
responses than female teachers, they gave more private and less public reactions and 
they were more controlled and firm and less emotional and threatening in their 
manner. The focus for both male and female teachers was more on the behaviours 
than the pupils, the majority of their responses lasted for less than thiny seconds and, 
in most cases, they allowed the misbehaving pupils to remain in the class. 
6.02 CONCLUSIONS 
1. Pupil misbehaviour incidents mainly took place during class instruction and 
the set task, and they frequently affected others. The predominantly teacher-owned 
incidents involved pupils talking, fidgeting and playing with equipment and not 
following organizational and task instructions. Although the average number of 
incidents per lesson was almost five, the actual number of incidents in a lesson varied 
according to the contexL There was no significant difference in the number of 
incidents between morning and afternoon lessons, but males were significantly more 
likely to misbehave than females. 
2. Teachers' responses were mainly verbal, made in public in a flrm and 
controlled manner, focused on the pupils' behaviours and resulted in the pupils 
remaining in the class. However, there were significant differences between male and 
female teachers' responses in the areas of communication, the public or private nature 
of the reaction and in the manner of the responses. 
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6.03 IMPUCA nONS 
As the recording of the pupil misbehaviour was initiated by the teachers' responses, 
pupil misbehaviour in the present study is how the teachers perceived it within the 
context of the lessons. In addition, as the study is based on observational data. it does 
not give either the pupils or the teachers the opportunity to explain their behaviours. 
The fact that the majority of pupil misbehaviour incidents occurred during teachers' 
instructions focuses on the importance of using instructional behaviours in a way that 
interests and prepares pupils for the task to follow. The 'ripple' effect that can occur 
and involve other pupils suggests that pupil misbehaviour must be dealt with quickly 
so that lesson flow can be maintained. The types of pupil misbehaviour observed 
give a direction to teachers in dealing with incidents and are of value to teacher 
educators in helping pre-service teachers to focus on techniques appropriate to the 
situation and the nature of the activity. The greater number of pupil misbehaviour 
incidents committed by males indicates the need to assess the effects of these 
disruptions on the learning of females in mixed-sex physical education lessons. The 
mainly verbal, controlled and firm public responses focusing on the dislike of the 
behaviour may be typical in physical education settings but non-verbal and more 
private responses emphasising what is to be done are less confrontational and maybe 
more effective in the long term. The differences noted in the types of pupil 
misbehaviour incidents in lessons taught by male and female teachers and in the 
differences in some of their responses suggest that perceptions of and reactions to 
pupil misbehaviour may vary according to the teacher's sex. 
6.04 RECOMMENDA nONS 
Future research should focus on : 
(i) male and female pupils' perceptions of misbehaviour and their reasons for 
acting in certain ways. 
(ii) male and female teachers' perceptions of pupil misbehaviour and their reasons 
for responding in certain ways. 
(ill) pupil misbehaviour incidents and teachers' reponses in different activity areas 
during mixed-sex physical education lessons. 
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Civ) the effects of recommended control and discipline techniques on different 
types of pupil misbehaviour incidents. 
Cv) the effects of pupil misbehaviour on pupils' learning in mixed-sex physical 
education lessons. 
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APPENDIX· A 
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APPENDIX A-I 
ASSERTIVE DISCIPLINE 
116 
CANTER'S ASSERTIVE DISCIPLINE MODEL: MAJOR CONCEPTS 
1. All students can behave responsibly. 
2. Fmn control (not passive or hostile) is fair. 
3. Reasonable expectations (rules, appropriate behaviour, etc.) should be clearly 
conununicated. 
4. Teachers should expect appropriate behaviour from students and receive 
administrative and parental support to stimulate it 
5. Appropriate behaviour should be reinforced while inappropriate behaviour should be 
met with logical consequences. 
6. Logical consequences for not meeting expectations should be clearly conununicated 
7. Consequences should be consistently reinforced without bias. 
8. All verbal and non-verbal conununication to students should be firm with definite 
teacher-student eye contact 
9. Teachers should mentally practice expectations and consequences for consistent use 
with students. 
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APPENDIX B-1 
OBSERVATION INSTRUMENT, DEFINmONS 
AND PROCEDURES 
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OBSERVATIONINSTRUMEm"(S'-I) D 0 Date:: Time: a.m. p.m. 
P.E. activity 
Pupils: male D female 0 mixed 0 
Length of lesson : 
0 D Teacher: male female Yearofclass: 
Location 
No. in class : 
Weather conditions : ........................................ . 
No. of males : ......... No. of females : ............. . 
Teacher's experience: ...................... years 
Time into lesson 
Incident I 2 3 4 5 6 7 8 9 
A Pupil(s) inattentive during 
class instruction I 
~roun instruction 2 
individual instruction 3 
p upil(s) not carrying out the 
s et task after being sent off 4 
8 Number of pupils involved 
one 5 
in dic.te male (M) or female (F) 
group 6 (more than one) 
indicate male (M) or female (F) . 
or both (B) 
class 7 
C Number of pupils affected 
one S 
group 9 
(more than one) 
class 10 
D Ownership of the problem 
teacher II 
pupil 12 
shared 13 
E Duration of the behaviour 
episode 
less than 15 seconds 14 
16-30 seconds 15 
31-45 seconds 16 
over 45 seconds 
(to the nearest second) 17 
N.B. If there was any change of arrangement for this particular class (e.g. wet weather resulted in [WO classes working 
in the gymnasium), please indicate : 
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10 
GUIDANCE FOR FILLING IN TIffi RECORDING FORM (Sheet 2) 
Definition : 
Example of 
problems : 
expectations 
Recording: 
SECTIONA: 
(Questions I to 4) 
SECTIONB: 
(Questions 5 to7) 
SECTIONC: 
(Questions 8 to 10) 
SECTIOND: 
(Questions II to 13) 
Pupil that causes problems in the classroom 
Interrupting other pupils; disrupting classes; 
conflicting with the rules and legitimate 
of the teacher. 
Tick (..J) one box from each of the five sections 
(Le. A, B, C, D, E). 
Questions 1.2, and 3 
refer to pupil(s) inattention e.g. talking, 
fidgeting during teacher instruction, and 
question 4 refers to pupil(s) not carrying out the 
set task once the teacher has sent the class off to 
work. 
Note the number of pupils involved in the 
behaviour episode. 
Were other pupils affected by the behaviour 
episode in 'B'? If one pupil was involved in 'B' 
did it disrupt the activities of that one pupil or did 
it disrupt the activities of the group (the 
misbehaving pupil and at least one other 
pupil) or class? If the group was involved 
in 'B', did it disrupt the activities of the group or 
class? If the class was involved in 'B', tick 
question 10 in section C. 
If the problem is teacher-owned, it means that the 
pupil's behaviour frustrates the teacher's needs, 
and causes the teacher to be upset or annoyed. 
If the problem is pupil-owned, it means that the 
pupil is frustrated by events or people other than 
the teacher. If the problem is shared, the pupil 
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SECTIONE: 
(Questions 11 to 13) 
and the teacher frustrate each other's needs and 
goals to the same extenL 
Note the time that was spent by the teacher 
dealing with the behaviour episode. The time 
starts inunediately the teacher refers to the 
problem and ends when the teacher turns to other 
matters. 
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DESCRIPTION OF THE INCIDENT AND TEACHER'S RESPONSE FORM (Sheel 3) 
Incident Description of the incident Teacher's response : description of the 
(Time of lechnique used lu deal with Ihe behaviuur. 
incidem) 
1 
2 
-N 
w 
3 
4. 
5. 
-----
OBSERVERS' PROCEDURES 
Two observers should; 
Roles of observer 1 and 2 ; 
Observer 1 should; 
re-emphasize the confidentiality of the material 
recorded. 
familiarize themselves with the literature related 
to the recording of the lesson and agree when a 
misbehaviour is occurring. 
make themselves as unobtrusive as possible in 
the physical education setting. 
thank the teacher at the end of the lesson for their 
co-operation. 
check that they are in agreement in their 
observations of the misbehaviour episodes. 
check and refine their data within 24 hours of the 
lesson taking place. 
have a clipboard, a stopwatch, writing materials 
and observer sheets 1 and 2. 
complete the infonnation at the top of the sheet 
before the lesson commences. 
record sections A, B, C, D and E as soon as a 
misbehaviour episode occurs. 
start the stopwatch as soon as the misbehaviour 
occurs. 
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Observer 2 should : 
stop the stopwatch when the teacher turns to 
other matters. 
note any change of arrangement for the lesson 
observed. 
have a clipboard, a stop watch, writing materials 
and observer sheet 3. 
start the stopwatch at the beginning of the lesson. 
note how many minutes (to the nearest minute) 
into the lesson a misbehaviour incident occurs, 
and record the number of the incident in the order 
it took place. 
transfer the time when the incident occurred onto 
observer 1 's sheet at the end of the lesson. 
describe the type of misbehaviour episode and 
the teacher's response to it 
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APPENDIX 8-2 
OBSERVATION INSTRUMENT: EXAMPLES 
USING SCO'IT'S Pi CO-EFFICIENT OF 
REUABD..ITY 
126 
INSTRUMENT: INTRA CODER RELIABll..lTY SCORES 
INTRA Pi CO-EFFICIENT VIDEO TAPED 
CODER VALUE BE1WEEN LESSON 
PAIRINGS FIRST AND SECOND NUMBER 
RECORDINGS (1 week 
later) 
AandB 0.95 1 
AandC 0.92 2 
AandD 0.89 3 
BandC 0.86 4 
BandD 0.84 5 
CandD 0.91 6 
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INSTRUMENT: INTER CODER REUABILlTY SCORES 
INTER Pi CO-EFFICIENT VIDEO TAPED 
CODER VALUE BElWEEN LESSON 
PAIRINGS ADDnJONALPAIRINGS NUMBER 
AND TIffi FOUR MAIN 
Additional Main coders CODERS 
nairinl!S 
EandF AandB 0.92 1 
EandF AandC 0.91 2 
EandF AandD 0.85 3 
EandF BandC 0.87 4 
EandF BandD 0.89 5 
EandF CandD 0.88 6 
GandH AandB 0.91 1 
GandH AandC 0.90 2 
GandH AandD 0.83 3 
GandH B andC 0.88 4 
GandH BandD 0.89 5 
GandH CandD 0.87 6 
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EXAMPLE OF SCOIT'S PI CO-EFFICIENT OF RELIABILITY I 
I I I I I I 
Intra coder value between the first and second recording of pair A and B 
I I 
(x %) '2-CATEGORY FREQUENCY PERCENT %DIFFERENCE 
A B A B 
ClASS 7 8 15.56 17.78 2.22 2.78 
GROUP 0 0 0 0 0 0 
INDMDUAL 0 0 0 0 0 0 
NOT CARRYING 
OUT SET TASK 2 1 4.44 2.22 2.22 0.11 
ONE 8 8 17.78 17.78 0 3.16 
GROUP 1 1 2.22 2.22 0 O.OS 
CLASS 0 0 I 0 0 0 0 
ONE 1 1 2.22 2.22 0 O.OS 
GROUP 0 0 0 0 0 0 
ClASS 8 8 17.78 17.78 0 3.16 
TEACHER 9 9 20 20 0 4 
PUPIL 0 0 I 0 0 0 0 
SHARED 0 0 I 0 0 0 0 , 
i , 
LESS THAN 15 SECS 8 8 ! 17.78 17.78 0 3.16 
1&30 SECS 1 1 , 2.22 2.22 0 O.OS , 
31-45 SECS 0 0 , 0 0 0 0 
OVER 45 SECS 0 0 , 0 0 0 0 , 
, 
! 
45 45 , 100 100 4.44 16.52 , 
Po = 100 - 4.44 = 95.56 
Pi = Po - PI = (lOO - I column 6) - L column 7 
100 - PI 100 - I of column 7 
= (100 - 4.44) - 16.52 
100 - 16.52 
= 95.56 - 16.52 = 79.04 
100 - 16.52 83.48 
= 0.95 
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EXAMPLE OF SCOTT'S PI CO-EFFICIENT OF RELIABIUTY 
I ! I I I 
Inter coder value between addItional paIr E and F and the 
fIrst recordIng of Band C 
! 
CATEGORY FREQUENCY PERCENT %OIFFERENCE (x %) 2-
A B A B 
CLASS 10 9 18.18 16.36 1.82 2.98 
GROUP 0 0 0 0 0 0 
INDIVIDUAL 0 0 0 0 0 0 
NOT CARRYING 
OUT SET TASK 1 2 1.82 3.64 1.82 0.07 
ONE 11 10 20 18.18 1.82 3.64 
GROUP 0 1 0 1.81 1.81 0.Q1 
CLASS 0 0 0 0 0 0 
ONE 11 11 20 20 0 4 
GROUP 0 0 0 0 0 0 
CLASS 0 0 0 0 0 0 
TEACHER 11 11 20 20 0 4 
PUPIL 0 0 0 0 0 0 
SHARED 0 0 0 0 0 0 
LESS THAN 15 SECS 10 9 18.18 16.36 1.82 2.98 
16-30 SECS 1 2 1.82 3.64 1.82 0.07 
-
31-45 SECS 0 0 0 0 0 0 
OVER 45 SECS 0 0 0 0 0 0 
.. 
.. 
55 55 100 99.99 10.91 17.75 
Po = 100 - 10.91 = 89.09 
Pi = Po - PI. = (100 - I. column 6) - I. column 7 
100 - PI 100 - I of column 7 
= (89.09 - 17.75) 
100 - 17.75 
= 71.34 
82.25 
= 0.87 
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APPENDIX C·I 
i RAW DATA OF 1HE 593 RECORDED MISBEHAVIOUR INCIDENTS 
ii RAW DATA: MORNING AND AFI'ERNOON PUPll... MISBEHA YIOUR 
INCIDENTS 
ill RAW DATA: MALE AND FEMALE PUPll... MISBEHAVIOUR INCIDENTS 
Key 
F (am) Female teacher. morning lesson 
M (am) Male teacher. morning lesson 
F (pm) Female teacher. afternoon lesson 
M (pm) Male teacher. afternoon lesson 
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w 
w 
Situation where 
incident occurred 
Number of 
pupils involved 
Number of 
pupits alfected 
Ownership 
Duration 
CLASS 
F(am) M(am) F(pm) M(pm) 
113 81 68 113 
ONE 
F(am) M(am) F(pm) 
Male 16 70 30 
pupils 
Female 53 10 17 
pupils 
ONE 
F(am) M(am) F(pm) 
29 29 17 
TEACHER 
F(am) M(am) F(pm) 
166 122 86 
t 5 SECONDS OR LESS 
F(am) M(am) F(pm) M(pm) 
161 116 88 139 
GROUP 
F(am) M(am) F(pm) M(pm) 
8 11 4 6 
GROUP 
M(pm) F(am) 
74 Male 47 
pupils 
15 Female 31 
pupils 
Both 16 
GROUP 
M(pm) F(am) 
27 47 
PUPtL 
M(pm) F(am) 
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16-30 SECONDS 
F(am) M(am) F(pm) M(pm) 
10 16 16 13 
- -
-- -- -_.-
INDIVIDUAL SET TASK 
F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
4 5 1 4 55 52 37 31 
CLASS 
M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
34 14 34 17 23 9· 11 
2 21 11 
I 
10 19 9 
CLASS 
M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
54 32 41 104 66 61 86 
SHARED 
M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
17 19 16 6 10 5 8 
31-45 SECONDS 45 SECONDS PLUS 
F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
4 10 2 0 5 7 4 2 
MORNING INCIDENTS 
LESSON NUMBER OF LESSON NUMBER OF 
INCIDENTS INCIDENTS 
1 3 36 8 
2 2 37 1 
3 6 38 1 
4 6 39 7 
5 3 40 3 
6 2 41 2 
7 7 42 5 
8 4 43 3 
9 11 44 4 
10 2 45 5 
11 3 46 4 
12 1 47 3 
13 3 48 3 
14 8 49 7 
15 2 50 4 
16 2 51 3 
17 2 52 3 
18 7 53 8 
19 9 54 7 
20 3 55 3 
21 8 56 8 
22 9 57 3 
23 8 56 3 
24 5 59 3 
25 5 60 3 
26 1 61 4 
27 8 62 10 
28 1 63 4 
29 1 64 5 
30 4 65 6 
31 5 66 4 
32 8 67 9 
33 8 68 4 
34 6 69 7 
35 9 
MEAN = 4.768 
SD= 2.100 
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AFTERNOON INCIDENTS 
LESSON NUMBER OF LESSON NUMBER OF 
INCIDENTS INCIDENTS 
1 2 36 1 
2 7 37 1 
3 10 38 3 
4 10 39 4 
5 7 40 2 
6 2 41 1 
7 5 42 5 
8 7 43 9 
9 1 44 4 
10 6 45 4 
11 6 46 9 
12 5 47 9 
13 6 48 5 
14 5 49 5 
15 10 50 3 
16 6 
17 7 
18 3 MEAN = 5.280 
19 5 SD= 3.004 
20 2 
21 3 1(117) = '{).991 , N.S. 
22 0 
23 3 
24 7 
25 6 
26 8 
27 4 
28 11 
29 0 
30 3 
31 11 
32 7 
33 6 
34 10 
35 8 
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MALE AND FEMALE PUPIL MISBEHAVIOUR INCIDENTS 
LESSON MALE FEMALE LESSON MALE FEMALE 
PUPILS PUPILS PUPILS PUPILS 
1 1 2 41 1 0 
2 . 2 0 42 3 2 
3 4 1 43 3 0 
4 3 2 44 3 0 
5 1 2 45 4 0 
6 2 0 46 0 1 
7 2 2 47 3 0 
8 1 1 46 1 0 
9 6 2 49 4 1 
10 0 2 50 4 0 
11 1 2 51 2 0 
12 1 0 52 3 0 
13 1 1 53 6 2 
14 3 2 54 5 2 
15 2 0 55 3 0 
16 1 0 56 6 2 
17 1 0 57 3 0 
18 2 1 58 2 0 
19 3 4 59 3 0 
20 0 3 ro 1 0 
21 4 2 61 4 0 
22 7 2 62 8 2 
23 5 1 63 1 2 
24 4 0 64 5 0 
25 4 1 65 2 2 
26 0 1 66 2 0 
27 5 1 67 4 1 
28 0 1 68 3 0 
29 0 1 69 5 2 
30 1 2 70 2 0 
31 0 5 71 5 2 
32 0 6 72 3 1 
33 5 1 73 7 3 
34 5 0 74 6 1 
35 6 2 75 2 0 
36 5 0 76 4 1 
37 0 1 77 3 4 
38 0 1 78 1 0 
39 5 2 79 4 2 
40 3 0 80 4 2 
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MALE AND FEMALE PUPIL MISBEHAVIOUR INCIDENTS (Continued) 
LESSON MALE FEMALE LESSON MALE FEMALE 
PUPILS PUPILS PUPILS PUPILS 
81 4 0 106 0 1 
82 3 2 107 2 0 
83 2 1 108 0 4 
84 7 3 109 1 0 
85 5 1 110 1 0 
86 5 1 111 3 0 
87 1 0 112 0 9 
88 3 1 113 2 0 
89 0 1 114 0 2 
90 2 1 115 5 2 
91 0 0 116 4 1 
92 0 3 117 2 2 
93 5 1 118 0 3 
94 4 1 119 2 1 
95 4 3 
96 2 2 MEAN = 2.681 1.345 
97 6 3 SD 1.995 1.575 
98 0 0 
99 0 3 1(118) = 5.733, p <.01 
100 2 3 
101 3 1 
102 1 0 
lOO 1 9 
104 5 3 
105 1 0 
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APPENDIX C-2 
DEFINTI10NS AND EXAMPLES OF TYPES OF pupa 
MISBEHAVIOUR INCIDENTS 
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CLASSIFICATION DEFINITIONS wrrn EXAMPLES 
Types of student misbehaviour 
i. Not paying attention during the teacher's instructions 
Any misbehaviour that takes place before pupils are set on a task or when they are 
being instructed during a task. The three categories of misbehaviour recorded under 
this section are : 
a. Verbal misbehaviour 
Oass was talking while being told the rules for their game of water 
polo. (Swimming) 
During class instruction two boys were arguing in whispers about the 
score of the game. 
(Basketball) 
Two girls were nattering and giggling during a demonstration of 
serving. 
(Badminton) 
b. Physical misbehaviour 
Two boys were slapping each other during class instruction. 
(Dance) 
One girl was facing the wrong way during a class instruction 
on throwing the discus. 
(Athletics) 
One girl from a group of four being instructed was not being attentive 
and was bobbing around behind the other three. 
(Basketball) 
c. Playing with equipment 
One boy was messing about with the apparatus at an activity 
station while the teacher was explaining the task. 
(Gymnastics) 
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Children were bouncing balls while under class instruction. 
(Basketball) 
One boy was playing dangerously with the discus during 
instruction. 
(Athletics) 
ii. Not carrying out the teacher's instructions 
Any misbehaviour that fails to comply with teacher instructions; this would include not 
carrying out the set activity task and not carrying out organizational instructions. 
Several children when told, "Get into mixed groups of three .. kept 
getting into single sex groups. 
(Rounders) 
One boy was hitting the ball against a wall instead of doing the 
set task. 
(Volleyball) 
A group of boys at an equipment station ignored the task of 
working out a sequence and generally played on the ropes. 
(Gymnastics) 
ill. Disrupting others 
Any misbehaviour where a student or a number of students disrupt the work of another 
student or other students; this would include both verbal and physical disruption. This 
misbehaviour could take place at any time during the lesson. 
Two games were being played on neighbouring pitches. A boy 
threw mud and shouted names at three boys in the other game. 
(Hockey) 
When performing in small group work, one pupil began kicking 
the basketball around, distupting his group's practice. 
(Basketball) 
One pupil pulled another one back into the water when told to 
get out of the pool. 
(Swimming) 
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i v. Refusing to take part in the lesson 
Any misbehaviour that challenges the teacher's authority; this would include continued 
disobedience, refusing to carry out instructions and turning away from the teacher. 
This misbehaviour could take place at any time during a lesson, and is regarded as the 
most serious of the six misbehaviours. 
Two boys were sitting down whilst others were doing wanning up 
exercises. They refused to join in because they said it was boring. 
(Dance) 
The teacher threw the basketball gently at a girl to get her to join in. 
She missed it and it hit her ann and she ran off the court in a temper. 
(Basketball) 
Male pupil threw his bat to the ground and refused to pick it up and 
join in because he said the sides were not equal. 
(Rounders) 
v. Not carrying out the policy procedures 
Any misbehaviour that fails to comply with the physical education department's policy 
regarding safety, hygiene and clothing. 
A pupil entered the lesson wearing bulky fashion boots, 
unlaced with the tongues hanging ouL 
(Misrellaneous: circuit training) 
A girl was eating chewing gum during the warm up. 
(Hockey) 
A boy had kept his watch on for the activity. 
(Dance) 
VI. Wishing to be the centre of attraction 
Any misbehaviour that intentionally draws attention to a student, and where the 
emphasis is to impress the peer group rather than to directly defy the teacher. This 
misbehaviour could take place at any time during the lesson. 
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Girl did a Hitler impersonation as marching music was being 
played to the class as an introduction. 
(Dance) 
A girl was imitating the teacher's voice and mannerisms while she 
was talking. Other members of the class were looking at her and 
laughing. 
(Hockey) 
One boy began to make rude noises whilst the teacher was 
giving an instruction and this made other members of the class 
laugh. 
(Gymnastics) 
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APPENDIX C-3 
RAW DATA OF 11ffi TYPES OF PUPll. 
MISBEHAVIOUR INCIDENTS 
Key 
F(am) Female teacher. morning lesson 
M(am) Male teacher. morning lesson 
F(pm) Female teacher. afternoon lesson 
M(pm) Male teacher. afternoon lesson 
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TYPES OF PUPIL MISBEHAVIOUR INCIDENTS 
F(am) M (am) F(pm) M (pm) 
Not paying attention dming Verbal 64 32 45 47 
the treacher's instructions 
Physical 25 12 12 22 
Playing 11 17 9 24 
with 
equipment 
Not carrying out the 43 48 29 34 
teacher's instructions 
Disrupting others 7 20 6 12 
Not carrying out policy 17 6 3 7 
procedures 
Wishing to be centre of 11 7 3 4 
atttaction 
Refusing to take part in the 2 7 3 4 
lesson 
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APPENDIX C-4 
DEFINITIONS AND EXAMPLES OF TIlE 
RESPONSES OF EXPERIENCED MALE AND 
FEMALE PHYSICAL EDUCATION 
TEACHERS TO PUPIL MISBEHAVIOUR 
INCIDENTS 
145 
TYPES OF TEACHER REACTION 
i. Conununication 
a. Verl:lal 
''Well have to send a note home. That's the second time in three weeks you've 
forgotten your kiL 
(Miscellaneous: multi-gym) 
"Excuse me, I know it's Friday afternoon but can you calm down?" 
(Dance) 
"If you want to pull faces, you can pull them at the wall." 
(Basketball) 
b. Non-verbal : any signal other than verbal, e.g. whistle, gesture, eye 
contacL 
While giving instructions, teacher signalled by pointing at boy to indicate he 
should move away from the wall. 
(Dance) 
There was a lot of chattering amongst most of the class during instruction. 
The teacher stood silently staring at them. The class shut up immediately 
and the teacher continued straight away without referring to the incidenL 
(Volleyball) 
A boy was talking while the teacher himself was talking. He stopped him by 
wiggling a finger and glaring at him. 
(Rounders) 
c. Verbal and non-verbal 
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"Hey! Sit down. I haven't told you to go yet" Teacher also made eye contact 
with pupils until they had gone back into the right place. 
(Basketball) 
Teacher pointed at boy standing up during class instruction and said, 
"Sit down please." 
(Indoor team games) 
One boy was talking during class instruction. The teacher said his name 
and stared at him disapprovingly for several seconds. 
(Badminton) 
d. Ignored 
Two girls were talking at the end of period of instruction just before they went 
off to work. The teacher ignored incident as she realised the girls were 
enthusiastically discussing the task. 
(Gymnastics) 
Several pupils threw the balls back into the box from a distance rather than 
placing them in as asked. The teacher saw them but chose to ignore 
the incident 
(Hockey) 
Two boys were arguing in their basketball line. One boy accused 
another of cheating. The teacher ignored the incident and instead 
focused on the pupils who were involved in the practice. 
(Basketball) 
ii. Focus on the behaviour 
a. Emphasises dislike of behaviour 
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OR 
"Don't throw the bat on the ground" 
(Rounders) 
"Get off that grass. How many times must I tell you!" 
(Athletics) 
"You're looking the wrong way already." 
(Badminton) 
b. Emphasizes what is to be done, issuing a reminder or making positive 
and constructive points. 
Boy was not doing dribbling skill properly and was messing about and 
complaining. The teacher said, ''This is how you should be dribbling.", 
gave demonstration, "You can dribble round the whole pitch now so get 
on with it". 
(Hockey) 
Pupils in one group were not really trying to work out a routine. The teacher 
went over and repeated the original task and suggested some moves 
to get them going. 
(Gymnastics) 
One boy and girl had been asked to count the balls into the tray. They 
were being silly and doing it really slowly. The teacher said "Come here. 
I told you how to do it quickly. This is how you should do it. Fill the 
bottom of the tray, then there's ten more. Now carry on". 
(Softball) 
ill. Focus on pupil 
a. Making the student feel guilty or foolish. 
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One girl was not doing the task. Teacher said, "Get on with it X. You're 
wasting 
your time, but more importantly my valuable time". 
(Basketball) 
''We might get a lesson today X but I'm not carrying on while you do. We can 
just stand out here in the cold if you like." 
(Hockey) 
A boy was talking and generally messing about during class instruction. 
The teacher said in front of the whole class, "Go to the front and explain 
the sequence I've told you to do". The boy couldn't say anything and 
looked embarrassed. 
(Gymnastics) 
A girl was whispering during class instruction. The teacher said, "Hold 
on everyone, X has got something to say. Well. let's all hear it then". 
(Dance) 
b. Withdraws respect, showing little concern for the pupil as a person. 
Two boys were not paying attention when supposed to be supporting 
partners. The teacher shouted, ''Two berks here not doing what they're 
told to do". The teacher gave them 50 press ups each to do. 
(Gymnastics) 
A boy kept repeating the word "Unihoc". Teacher said, "Idiot! Is that 
. the only word you've got in your brain X. Shut it and show a bit of 
intelligence". 
(Indoor team games: unihoc) 
Boy let doors go as other pupils were carrying in bench. Teacher said. 
"Idiot You're not fit to join in the lesson. Go and sit over there, facing 
149 
the wall. where you can't do any damage". 
(Gymnastics) 
IV. Reaction situation 
a. Public 
The class was told to get into mixed pairs but then the teacher looked around 
and saw two girls together and two boys together. She said. ''Would 
somebody kindly explain to these fom what is meant by mixed pairs". 
(Dance) 
Two boys were lying on the mats during instructions but the teacher broke 
off and said, "Can you sit up and stop lolling over the mat when I'm talking". 
(Gymnastics) 
One boy was talking during teacher's instructions. The teacher carried on 
the instructions but glared at him until he stopped. 
(Miscellaneous: health related fitness) 
b. Private 
A boy swore loudly and threw his partner's ball away. The teacher took the 
boy to one side and dealt with him privately. 
(Basketball) 
One boy was not on task, he was hitting the floor with the hockey stick. 
Teacher gave the boy a quiet talking to while the others were on task. 
(Hockey) 
One boy did a head vault before the teacher said stan. Teacher spoke 
to boy in private and said. ''That can be very dangerous. Wait 'till I'm 
there please". 
(Gymnastics) 
150 
v. Teacher's manner 
a. Conrrolled/fmn 
A group of girls was giggling during the task. The teacher went over and said, 
"I hope all this giggling is about work and you know what you're doing". 
(Dance) 
Two pupils were talking between themselves during organization, disturbing 
others around them. The teacher looked at the pair until eye-contact was 
gained, nodded and said, "Thank·you". 
(Miscellaneous: circuit rraining) 
A girl dropped the basketball when told to hold them still. The teacher said 
in a relaxed tone of voice, "Someone has dropped the ball. 1 don't know 
who it was but let's hold them still". 
(Basketball) 
b. Emotional/threatening 
A girl continually ran back and forth through the badminton neL The teacher 
spotted the incident, was obviously enraged and yelled across the gym, 
''This is the second time I've had to tell you this week about being silly. Quite 
evidently our little conversation has been forgotten". 
(Badminton) 
A boy was sitting on the volleyball bouncing up and down on it. The teacher 
yelled, "If you bust that volleyball, which was brand new last week, you'll 
be buying the school a new one". 
CV olleyball) 
One boy, who had already instigated several disruptions, continued to mess 
about trying to obtain a response from the rest of the class. The teacher 
stopped everyone and began to shout at the boy , "You've got a serious 
problem ... .interfering with other people. What are you going to do 
ISI 
- -----~-------
about it? It's totally unacceptable and I don't want to see that behaviour 
again". 
(Dance) 
vi. T1II1e taken to deal with the incidents. 
a. 15 seconds or less 
A group of boys was reading a piece of paper while the teacher was giving 
instructions. The teacher said, "Excuse me. fm talking". 
(Dance) 
Two girls were splashing each other while they were meant to be life-
saving. The teacher stared at them to catch their attention and this was 
sufficient to stop the misbehaviour. 
(Swimming) 
b. 16-30 seconds 
A pupil did not take part in the hockey game. She stood at the far end 
of the pitch and did not move, then proceeded to kick up mud and make 
holes in the ground with her stick. The teacher went over and spoke to her 
privately and then she reluctantly joined in. 
(Hockey) 
Pupils were not doing vaulting as instructed. Some were clowning around 
and laughing. The teacher stopped the group and dealt with the situation 
in an advisory manner, saying it was the job of the support to look after the 
vaulting person. He would not be responsible for accidents when he had 
told them how to support properly. 
(Gymnastics) 
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c. 31-45 seconds 
OIie pupil reacted angrily to a hard tackle by a group member. The other pupil 
did not react. The teacher spotted the incident and screamed at the two to 
come to him. He dismissed the less aggressive child to let him rejoin the 
group and then disciplined the guilty party out of earshot of the rest. 
(Hockey) 
A pupil was not putting enough effort into the practice. The teacher stopped 
the whole class and made them watch the pupil repeat the practice correctly 
and with more effort. The teacher then said, "It would have been better to 
put the effort in the first time. wouldn't it?". 
(Basketball) 
d. Over 45 seconds. 
A number of pupils arrived over 5 minutes late for the lesson. making staff 
and class wait around in cold conditions. Teacher shouted at those who were 
late and then went into a lecture covering manners. keeping staff waiting. 
school expectations and threatened to drop them to lower ability groups or 
stop them competing altogether if such behaviour continued. 
(Hockey) 
One group had been consistently off task. They were supposed to be 
practising digs but one girl threw the ball right across the hall instead of feeding 
it to her partner. The teacher said, "Who did I say had to volley it? Well get on 
with it!". She made the girl fetch the ball and then remained present for another 
minute until she was satisfied that no further incident would take place. 
01 olleyball) 
vu. Action 
a. Pupil (s) continues in group/class. 
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One girl was chewing while doing the activity. The teacher said, "Can you 
empty your mouth please?". The girl put the chewing gum in the bin and 
carried on. 
(Dance) 
One pupil swore loudly at a female pupil and pushed her twice. The teacher 
took the boy aside and told him off and made him apologise to the girl. 
He then carried on with the activity. 
(Basketball) 
One boy continued to run around after the teacher had given the command 
to stop and sit down. The teacher said, "I said stop and sit down". The boy 
did so reluctantly, huffing and puffmg and rolling around. The teacher added, 
"And sit up - if you want to sunbathe, go outside". The boy grudgingly sat up 
properly and the lesson continued. 
(Volleyball) 
b. Pupil (s) is taken out of the group/class. 
A boy had already been warned about silly behaviour three times by the teacher. 
He started making alien noises very loudly and moving in a robot-like manner. 
The teacher shouted, "X,Y, get outside now!". 
(Dance) 
A boy had already been told off twice for playing with the basketball during 
instruction. This time he threw the ball up in the air and the teacher said, 
'TU have the ball. Go and sit down by the wall. Bye-bye. Go on, face the 
wall. 
(Basketball) 
A pupil was chewing gum during gymnastics after he had been told not to 
in the changing room. The teacher had a private word with him and told him 
to get changed and stand outside his room to be dealt with later. 
(Gymnastics) 
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APPENDIX C·S 
RAW DATA OF THE TEACHERS' RESPONSES TO 
THE PUPil.. MISBEHAVIOUR INCIDENTS 
Key 
F(am) Female teacher, morning lesson 
M(am) Male teacher, morning lesson 
F(pm) Female teacher, afternoon lesson 
M(pm) Male teacher, afternoon lesson, 
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VERBAL NON-VERBAL VERBAL AND NON-VERBAL IGNORED 
Communication F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
-
147 116 84 110 3 17 5 11 23 14 16 22 7 2 5 11 
MAKES PUPIL FEEL GUlL 1)' WITHDRAWS RESPECT 
Focus on Ihe 
pupil F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
33 31 21 26 3 2 4 8 
WHAT IS TO BE DONE EMPHASIZES DISLIKE OF THE BEHAVIOUR 
Focus on Ihe 
behavioUl 36 32 25 30 100 83 56 78 
PUBLIC PRIVATE 
ReaClion 
situation 166 136 103 129 7 11 2 14 
CONTROLLEDIfIRM EMOTlONAUTHREATENING 
Teacher's 
manner 154 141 86 138 19 6 19 5 
<15 16-30 31-45 45+ 
Time 
(seconds) F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
161 116 88 139 10 16 16 13 4 10 2 0 5 7 4 2 
CONTINUES IN LESSON TAKEN OUT OF LESSON 
F(am) M(am) F(pm) M(pm) F(am) M(am) F(pm) M(pm) 
Final 
action 171 142 101 129 3 4 3 15 
APPENDIX C-6 
PUPll.. MISBEHA VIOURS AND TEACHERS' 
RESPONSES: EXAMPLES USING 
SCO'ITS Pi COEFFICIENT OF RELIABll..ITY 
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PUPIL MISBEHA VIOURS AND TEACHERS' RESPONSES: INTRA CODER 
RELIABILITY SCORES 
CODER 
Coder (Researcher) 
Coder (Researcher) 
Coder (Researcher) 
Pi-Co-effecient value 
between the coder's first 
and second reading 
0.97 
0.93 
0.90 
CA'IEGORY 
Pupil misbehaviour 
Focus on pupil 
misbehaviour 
Teacher's manner 
PUPIL MISBEHA VIOURS AND TEACHERS' RESPONSES: INTER CODER 
RELIABILITY SCORES 
CODER Pi-Co-effecient value CATEGORY 
between the first coding of 
coder (researcher) and the 
second coder 
Coder (Researcher) and 0.94 Pupil misbehaviour 
2nd coder 
Coder (Researcher) and 0.92 Focus on pupil 
2nd coder misbehaviour 
Coder (Researcher) and 0.88 Teacher's manner 
2nd coder 
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EXAMPLE OF SCOTT'S PI CO-EFFICIENT OF RELlABIUTY 
I J I I 
Intra coder value between the coder's first and 
second recording 
PUPIL MISBEHAVIOUR 
CATEGORY FREQUENCY PERCENT 
A B A B 
1. Not paying allention 
during teacher's instructions 
a. Verbal 188 188 31.70 31.70 
b. Physical 71.00 71.00 11.97 11.97 
c. Playing with equipment 61.00 61.00 10.29 10.29 
2. Not carrying out 
teacher's instructions 154 153 25.97 25.80 
3. Disrupting others 47.00 40.00 7.93 6.75 
4. Not carrying out policy 
procedures 33.00 34.00 5.56 5.73 
5. Wishing to be the 
'centre of attraction' 23.00 30.00 3.88 5.06 
6. Refusing to take part ! 
in the lesson 16.00 16.00 2.70 2.70 
593 I 593 100 ! 100 
Po = 100 -2.70) = 97.30 
Pi = Po - Ph = 000 - h6 ) - D 
100 - PI. 100 - D 
= 97.30 - 20.37 
100 - 20.37 
= lQ.21 
79.63 
= 0.97 
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%DIFFERENCE (x%) 2 
0.00 10.05 
0.00 1.43 
0.00 1.06 
0.17 6.70 
1.18 0.54 
0.17 0.32 
1.18 0.20 
0.00 0.07 
2.70 20.37 
--------~--
EXAMPLE OF scon's PI CO-EFFICIENT OF RELIABIUTY 
I I I I 
Intra coder value between the coder's first and 
second recording 
TEACHER RESPONSE: FOCUS ON PUPIL MISBEHAVIOUR 
I 
CATEGORY FREQUENCY PERCENT 
1. 
a 
b. 
2. 
a. 
b. 
A B A B 
Focus on pupil 
Makes pupil feel 9uilty 108 100 19.01 17.60 
Withdraws respect 20 28 3.52 4.93 
Focus on behaviour 
What is to be done 125 121 22.01 21.30 
Emphasizes dislike of 
behaviour 315 319 55.46 56.16 
568 568 100 99.99 
Po = 100 - 4.23 = 95.77 
Pi = Po - Ph = 000 - h6 ) - L7 
100- Pl 100- D 
= 95.77 - 39.37 
100 - 39.37 
=~ 
60.63 
= 0.93 
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''''OIFFERENCE (x%) 2 
1.41 3.35 
1.41 0.18 
0.71 4.69 
0.70 31.15 
4.23 39.37 
EXAMPLE OF SCOIT'S PI CO-EFFICIENT OF REUABIUTY 
I I I I 
Intra coder value betwean the coder's first and 
second recording 
TEACHER RESPONSE: TEACHER'S MANNER 
CATEGORY FREQUENCY PERCENT 
A B A B 
Teacher's manner 
a. Controlled/firm 518 513 91.20 90.32 
b. EmotionaUthreatening 50 55 8.80 9.68 
568 568 99.99 99.99 
Po = 100 - 1.76 = 98.24 
Pi = Po - Ph = (lOO - h6) - L7 
100 - PI. 100 - D 
= 98.24 - 83.22 
100 - 83.22 
= illl 
16.78 
= 0.90 
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%OIFFERENCE (x %) 2 
0.88 82.37 
0.88 0.85 
1.76 83.22 
EXAMPLE OF SCOTT'S PI CO-EFFICIENT OF RELIABILITY 
I I I I 
Inter coder value between the coder's first recording 
and the second coder 
PUPIL MISBEHAVIOUR 
CATEGORY FREQUENCY PERCENT 
A B A B 
1. Not paying attention 
during teacher's instructions 
a Verbal 188 188 31.70 31.70 
b. Physical 71 71 11.97 11.97 
c. Playing with equipment 61 61 10.29 10.29 
2. Not carrying out 
teacher's instructions 154 147 25.97 24.79 
3. Disrupting others 47 52 7.93 8.77 
4. Not carrying oul policy 
procedures 33 28 5.56 4.72 
5. Wishing 10 be the 
'centre of attraction' 23 32 3.88 5.40 
6. Refusing to take part 
in the lesson 16 14 2.70 I 2.36 
593 593 100 100 
Po = 100 - 4.71 = 95.29 
Pi = Po - PL = 
100 - PI 
(lOO - L6) - D 
100-D 
= 95.29 - 20.22 
100 - 20.22 
= 75.07 
79.78 
= 0.94 
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I 
%DIFFERENCE (x%) 2 
0.00 10.05 
0.00 1.43 
0.00 1.06 
1.18 6.44 
0.84 0.70 
0.84 0.26 
1.52 0.22 
0.33 0.06 
4.71 20.22 
EXAMPLE OF SCOn'S PI CO·EFFICIENT OF RELIABILITY 
I I I 
Inler coder value between Ihe coder's flrsl recording 
and Ihe second coder 
TEACHER RESPONSE: FOCUS ON PUPIL MISBEHAVIOUR 
I 
CATEGORY FREQUENCY PERCENT 
1. 
a. 
b. 
2. 
a. 
b. 
A B A B 
Focus on pupil 
Makes pupil feel guilty 108 97 19.01 17.08 
Withdraws respect 20 30 3.52 5.28 
Focus on behaviour 
What is to be done 125 122 22.01 21.48 
Emphasizes dislike of 
behaviour 315 319 55.46 56.16 
568 568 100 100 
Po = 100 . 4.92 = 95.08 
Pi = Po· PI. = (100· I.6) . D 
100 . PI. lOO • D 
= 95.08· 39.33 
100·39.33 
= Jill 
60.67 
= 0.92 
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I 
%DIFFERENCE (x %) 2 
1.93 3.26 
1.76 0.19 
0.53 4.73 
. 
0.70 31.15 
41.92 39.33 
EXAMPLE OF SCOTT'S PI CO-EFFICIENT· OF RELlABIUTY 
I I I I 
Intercoder value between the coder's first recording 
and the second coder 
TEACHER RESPONSE: TEACHER'S MANNER 
I 
CATEGORY FREQUENCY PERCENT 
A B A B 
Teacher's manner 
a Controlled/firm 518 510 91.20 89.79 
b. Emotional/threatening 50 58 8.80 10.21 
568 568 100 100 
Po = 100 - 2.82 = 97.18 
Pi =Po-PL = 000-26)-4.7 
100 - P:E 100 - L7 
= 97.88 - 82.80 
100 - 82.80 
= llM 
17.20 
= 0.88 
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I 
%OIFFERENCE (x%) 2 
1.41 81.89 
1.41 0.91 
2.82 82.80 
APPENDIX C-7 
PUPD... MISBEHAVIOUR INCIDENTS ACCORDING 
TOACTIVITY 
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ACTIVITY Number of Number of 
._-_._-_._ .... _ .._ ... _. NUTbe!~ Number of Lessons laken by male teachers Lessons laken by female teachers 
male pupil female pupil incidents incidents Number of Number of· Number of Number of 
incidents incidents AM PM male female male female 
-
pupil pupil I pupil pupil I 
incidents incidents incidents incidents 
AM PM AM PM Total AM PM AM PM Total 
ATHLE!ICS (0)_ 10 6 15 3 3 5 1 2 11 1 1 2 1 5 
BADMINTON 10 6 4 14 4 4 1 2 11 2 0 2 1 5 
BASKETBALL 73 16 51 69 19 42 2 5 68 5 7 6 3 21 
CRICKET (0) 1 0 0 1 0 1 0 0 1 0 0 0 0 0 
DANCE 41 32 49 42 0 1 1 0 2 26 14 22 9 71 
GYM 90 47 100 66 43 26 2 9 80 11 10 26 10 57 
---.-....... ~-....... 
---
.~-.- .. _--_. 
HOCKEY (0) 21 26 31 26 3 5 1 3 12 7 6 14 8 35 
INDOOR TEAM 
GAMES 21 2 15 8 11 10 r--o 2 23 0 0 0 0 0 
NETBALL (0) 4 4 9 0 0 0 0 0 0 2 2 3 1 8 
ROUNDERS (0) 4 3 4 9 0 0 0 0 0 3 1 2 1 7 
SOFTBALL (0) 2 1 3 0 0 0 0 0 0 0 2 1 0 3 
SWIMMING 12 12 22 13 6 3 2 3 14 3 0 4 3 10 
VOLLEYBALL 9 0 4 5 5 4 0 0 9 0 0 0 0 0 
MISC. (AEROBICS. 
CIRCUITS. HRF. 
MULTI-GYM) 21 5 22 8 10 7 2 0 19 3 1 2 1 7 
TOTALS 319 160 329 264 104 108 12 26 250 63 44 84 38 229 
21 2 38 10 7 12 2 
KEY 0 = OUldoors 
ACTIVITY Number Number of lessons Number of lessons Incidenls In male Incidenls in female 
'-"---... ~ .................. , .. ......•. _._ ... ..-.. ---.. -~-.-..... -. . ... _ .. __ .- _. .- - .. __ .... .-~----
of laken by male laken by female leachers' lessons leachers' lessons 
lessons leacher leacher No.of No. of Tolal No.of No. of TOlal Combined 
_ .. __ .. _ .._._ ........ 
AM PM Tolal AM PM Tolal individual class individual class lolal 
.. 
and group Incidenls and group Incldenls 
Incidenls Incidenls 
~!.!:!~~:!:!CS..l.~L 5 _2- 1 4 1 0 1 11 0 11 6 1 7 18 _._ .. __ .. __ .. 1--- ._-_. _._- _. 
--
- .. -.- . .... -....... 
----BADMINTON 4 0 3 3 1 0 1 11 1 12 6 0 6 18 
BASKETBALL 16 7 7 14 1 3 4 78 10 88 27 5 32 120 
CRICKET (0) 1 0 1 1 0 0 0 1 0 1 0 0 0 1 
DANCE 22 0 1 1 13 8 21 2 3 5 81 5 66 91 
GYM 31 13 7 20 9 2 11 87 11 98 61 7 68 166 
---_ ......... __ ......... -.. ..... _._._._ .. 
--:- -_._- -_. _.-_._--- . __ ..... --HOCKEY (0) 10 1 1 2 4 4 8 12 2 14 41 2 43 57 
INDOOR TEAM 
-~- .. _ ... _._------_._-_. ._-. __ .. - . . ._-- ..- -- ._--- -_._-_. 
. __ .-_ .. -
GAMES 4 2 2 4 0 0 0 23 0 23 0 0 0 23 
NETBALL (0) 2 0 0 0 2 0 2 0 0 0 9 0 9 9 
ROUNDERS (0) 3 0 0 0 1 2 3 0 0 0 10 3 13 13 
SOFT BALL (0) 1 0 0 0 1 0 1 0 0 0 3 0 3 3 
SWIMMING 8 3 2 5 1 2 3 16 6 22 12 1 13 35 
.. .-
-_ . ..... _-
. -.---
.. __._-
VOLLEYBALL 3 1 2 3 0 0 0 9 0 9 0 0 0 9 
MISC. (AEROBICS, 
CIRCUITS, HRF, 
MULTI·GYM) 7 3 2 5 2 0 2 19 1 20 8 2 10 30 
. ---_ ..... __ ._. __ ..... 
.-.------- .-79- ._----36 - ._._ ........ --_ ... ........................... - .. -- ._.--_ .. --. 
. _ ..__ ._---
TOTALS 119 33 62 21 57 269 34 303 264 26 290 593 
23 11 17 9 
_ ..__ ..... _. __ .... __ . 
._----- . - r-- .--- --- .. _ ........... _ ... ................ __ ... ._ ..... --....... _ ...• -. 
...... _-_ ... _--
AM PM AM PM 
KEY 0 = Ouldoors 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
. 1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
I 
